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ABSTRACT
The purpose o f this study was threefold: 1) to identify the characteristics of 
effective teacher induction programs, 2) to determine the relationship between teacher 
induction and retention in a northeastern Louisiana school district, and 3) to determine if 
teacher induction practices in that district are useful to new/beginning teachers.
A pilot study was conducted, and a validity panel of experts validated the content and 
face validity o f the survey and interview instruments developed for the various 
participants. The participants included the superintendent, Central Office staff persons, 
selected principals, and new/beginning teachers.
There was some discrepancy between the responses o f the teachers and the 
principals as to the presence o f an induction program and its effectiveness. Many 
new/beginning teachers considered the mentoring program an assessment tool rather than 
as a support mechanism.
The major findings o f this study were consistent with current literature; however, 
this study revealed that schools continue to implement fragments o f teacher induction 
programs. To be effective, teacher induction programs must endeavor to improve teacher 
performance, increase new teacher retention, promote the professional and personal well 
being of new/beginning teachers by reducing the problems they encounter, satisfy 
mandated requirements related to induction and certification, and transmit the school 
system’s culture to new/beginning teachers.
Xlll
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Recommendations were provided for the stakeholders identified in this study, 
namely the teachers, Central Office administrators, school boards, university personnel, 
and the State Department o f Education.
The recommended components o f an effective teacher induction program must 
include a combination o f the following components: (a) a structured mentoring program 
that is separate and apart from assessment with training components for the mentors,
(b) a reduced workload with release time provided for the mentor and the new/beginning 
teacher, (c) a beginning o f the year new teacher orientation, (d) professional development 
that includes workshops, seminars, or inservices that are mandated for at least the first 
year and that are designed to deal with the problematic issues and concerns o f first year 
teachers, and (e) collaboration between the school district and the university. One 
component standing alone or one coupled with another is not sufficient.
xiv
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CHAPTER 1 
TEACHER INDUCTION 
Many beginning teachers have difficulties applying their pedagogical learning to 
real-life situations during the first year of teaching. That first year o f teaching has often 
been described the most difficult year of teaching. Unfortunately, this period of time is 
when college or university support is withdrawn, and the school district’s assistance is 
either very limited or perceived as a supplemental tool to assessment or evaluation. It is 
not uncommon for beginning teachers to be assigned low ability classes, to have several 
preparations for different subjects or classes, to be mobile during the day moving from 
classroom to classroom, or to have a heavy extracurricular load. There is no wonder, as 
Reinhartz (1989) found, the attrition rate is as much as 50% during the first five years of 
teaching. Many professions provide a supervised induction period; beginning teachers, 
on the other hand, are often on their own to solve their entry-level problems.
Huling-Austin (1989) acknowledged that the education profession lacks a case 
literature to provide the wisdom o f practice as it relates to teacher induction. However, 
induction programs can be successful when program activities target identified goals, and 
those goals are designed and implemented appropriately. Unfortunately, as Kilgore and 
Kozisek (1989) observed, “Induction programs are not currently meeting the needs of 
first-year teachers, regardless o f where they originate” (p. 112).
The problem addressed in this study was the worth or merit o f teacher induction 
programs in a school district in northeast Louisiana. The terms “beginning teacher” and 
“new teacher” have been used synonymously throughout the literature; however, for
1
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purposes of this study, a beginning teacher is defined as a teacher who has not taught 
before or who has not been paid previously for a full-time teaching position. A new 
teacher, on the other hand, is a teacher with previous teaching experience who has been 
paid for full-time teaching experience but happens to be new to a particular school 
district.
This chapter begins with an Introduction that presents the problem under study: 
teacher induction. Earlier works that are relevant to this study are discussed in the 
Background section, which is divided into three parts: (a) the problems of first year 
teachers, (b) high attrition rate of first year teachers, and (c) effective teacher induction 
programs that help first year teachers. The Problem Statement gives direction to the 
study and suggests what the researcher wants to know about teacher induction programs. 
The Purpose of the Study describes the variables, and the Significance of the Study 
tells how this study will add to existing literature on teacher induction.
Background
The Problems of First Year Teachers
Studies o f teacher education have been attentive to the stages o f development in 
learning to teach. Induction programs and mentoring have brought our attention to the 
transitions from one stage of teacher development to another. The most dramatic 
transition in learning to teach is that from student to teacher. Beginning teachers must 
alter their thinking and actions as students to that of teachers, accepting full responsibility 
for the learning and performance o f others. Induction programs and mentoring are 
specifically designed to support beginning teachers during this transitional period.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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When describing a teacher’s career, DeBolt (1992) observed that the first three to 
five years in teaching comprise a period o f time when an individual moves from novice to 
experienced teacher status. Becoming a teacher is a highly personalized experience. 
Though difficulties experienced by beginning teachers have been long documented, it has 
only been within the past 10 years that there has been an interest in the needs of beginning 
teachers. Colleges and universities, school districts (school boards, administrators, and 
teachers), state agencies, and even the community at-large have begun working on their 
collaborative efforts to ease the transition from student teacher to that o f teacher through 
the use o f induction programs.
Bosch and Kersey (1994); Megay-Nespoli (1993); Ryan (1992); Dollase (1992); 
Shuman (1989); Jensen (1987); Oregon State Department of Education (1987); Myton 
(1984); Ryan, Newman, Mager, Applegate, Lasley, Flora, and Johnston (1980);
Krajewski and Shuman (1979); Gray (1968); and Hass (1956) have examined the actual 
accounts o f first year teachers. They have documented heavy responsibilities of 
beginning teachers which include: managing the classroom and classroom authority, 
student discipline, acquiring information about the school system, discovering where 
instructional resources are located, planning and organizing as well as managing 
instruction, teaching competence in the subject matter, efficacy in reaching and teaching 
adolescents at risk, assessing and evaluating student progress, motivating students, the 
use o f effective teaching methods and strategies, dealing with individual students’ needs 
and problems, gaining or refining moral decision making, communicating with
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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colleagues, communicating with parents, adjusting to the teaching role, receiving 
emotional support, scheduling, safety, isolation, observations, and becoming more 
reflective practitioners. Investigation of the support for beginning teachers resulted in the 
following list of activities which are the foundation o f a structured teacher induction 
program that may be used to ease some of the problems experienced by beginning 
teachers: (a) increasing orientation and inservice practice; (b) reducing instructional 
responsibilities, including teaching; (c) providing supervision; (d) increasing planning 
time; (e) providing time for observations of others; (f) assigning experienced teachers to 
the inductees; and (g) offering opportunities for interaction among the beginning teachers.
Induction programs have several goals: (a) improving teaching performance,
(b) increasing the retention o f those beginning teachers with promise, (c) satisfying 
mandates related to induction, (d) providing support and assistance to beginning teachers 
to reduce the problems they encounter, and (e) integrating beginning teachers into the 
social system of the school, the school system, and the community. Support programs for 
beginning teachers have been developed across the nation to meet these goals. 
Nevertheless, a vast majority o f capable teachers still choose to leave the teaching 
profession.
High Attrition Rate for First Year Teachers
New teachers are not usually hired to meet the demands of expanding enrollments 
or new programs; rather, they are hired to replace teachers who leave the profession. 
Smith-Davis and Cohen (1989) have shown how attrition leads to serious problems that 
involve both the quality as well as the quantity o f teachers. Jenson (1987) noted that the
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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same conditions that were used to attract good teachers can also be used to keep them, 
namely: “competitive wages, prestigious and meaningful work, professional working 
conditions, and [the] opportunity for growth” (p. 53).
Marlow and Inman (1993) identified specific attitudinal and demographic factors 
that are associated with career change in the teaching profession. Teacher dissatisfaction 
has continued to increase since the 1970's. They noted that many teachers indicated that 
if  they had to decide a career path all over again, they would not enter teaching. This 
decision was based on the stress experienced while teaching, student behavior, lack of 
prestige, non-teaching duties, and the lack o f administrative support. At the national 
level, teachers who leave the profession are described as teachers who have, upon 
entering the profession, experienced reality shock, become discouraged and/or 
disillusioned by the poor working conditions, experienced stress and received low pay, 
and who found other career opportunities that offered better financial rewards and 
professional prestige.
Also, from a national perspective, teachers reported that their reasons for leaving 
the teaching profession were (a) inadequate salary, (b) poor working conditions,
(c) emotional aspects of teaching, and (d) the lack o f prestige in the profession. Louisiana 
teachers, on the other hand, revealed that negative student attitudes, discipline problems, 
and the lack of student motivation ranked first among their reasons for leaving; emotional 
aspects o f teaching (i.e., boredom, stress, and frustration) ranked second; third, the lack of 
rewards and/or advancement for performance, along with the lack of relationship between 
productivity and salary; and fourth, the lack of an adequate salary; yet, poor working
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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conditions and the lack o f respect from the community were reported nearly as often as 
inadequate salaries. (Marlow and Inman, 1993)
Marlow and Inman (1993) recommended identifying the areas o f dissatisfaction 
among the teaching staff and taking steps to accentuate the positive aspects o f  teaching in 
order to address and possibly alleviate attrition. They concluded that attention must be 
given to incentives, professional development, the environment or school climate, and 
enculturation to motivate and retain our teachers. They also noted that higher quality 
individuals must be recruited into the profession.
Marlow, Inman, and Betancourt-Smith (1997) examined the attitudes o f beginning 
teachers in the midsouthem and southeastern United States in regard to their existing 
support systems. They compared those attitudes with previously identified factors that 
were noted as predictors of attrition. They reported that as many as 40% o f beginning 
teachers resign from teaching their first two years o f teaching. One may think that their 
reasons for leaving centered around inadequate salaries; yet, the lack o f professionalism, 
collegiality, and administrative support ranked higher than inadequate salaries. The 
uneasiness that new teachers feel upon entering the classroom for the first time has 
caused some of them to feel as if they have made a mistake in their career choice. 
Furthermore, new teachers, as well as experienced ones, are faced with a variety o f 
challenging classroom conditions (i.e., large classes, inclusion of special students with 
disabilities into the regular classroom, and multilingual populations), not to mention that 
they must also have knowledge and skills in cooperative learning, whole language, 
portfolio assessment, and integrating technology into the classroom. Marlow, Inman, and
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Betancourt-Smith recommended that beginning teachers have assigned to them 
colleagues (mentors) with whom they can share ideas, plan, and attempt to solve their 
problems in order to gain knowledge, to feel less isolated, and to develop a greater sense 
o f worth in the teaching profession. They also noted a typical profile from previous 
studies of a teacher who would most likely leave the profession: (a) a male teacher, (b) 
one who has taught at the secondary level for less than five years, (c) one whose principal 
stifles creativity, (d) one whose ideas about teaching differ from those o f his colleagues, 
and (e) one who has resolved in his mind that the education profession is not as high as he 
was led to believe.
Frantz (1994) also studied public policies and approaches o f school districts in 
Louisiana that were likely to retain new teachers. He looked at reasons for and solutions 
to new teacher attrition. He noted from the Carnegie Forum on Education and the 
Economy, “Teaching is a high turnover, early exit occupation” (p. 4). Frantz also noted 
that some turnover is inevitable; however, a high turnover rate can be disruptive and 
costly. Citing data from the Louisiana Department of Education, Frantz reported that the 
number of temporary certificates and permits issued in Louisiana had more than tripled in 
ten years to over 10% of the work force by 1991. He found that 30% of the 1989 new 
public school teachers in Louisiana left the profession in their first year; more new 
teachers left in 1990, and that four out of five new teachers who left in 1989, did not 
teach in any public school system in 1991. Frantz predicted that these figures would 
continue to rise. He cited Frantz, Kochan-Teddlie, Tashakkori, and Pierce (1992) who 
found and predicted the following:
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that about half o f a sizable new teacher subset had left the Louisiana public school 
system after four years. By adding teachers who left to teach in another Louisiana 
district, the total percentage lost to the original hiring district might well exceed 
50% in the state by 1993 (p. 62).
Frantz also found that community type was a major factor in understanding new teacher
attrition in Louisiana. Rural districts were more likely to lose teachers than urban
districts. Student discipline was another major factor in new teacher attrition. Other
factors included inadequate school and district leadership, low-rated quality of life in
some districts, and disillusionment with teaching. Two additional factors that affected
new teachers’ decisions to leave the profession were low salaries and the availability of
other job opportunities. Frantz recommended that districts take some o f the following
steps to retain more new teachers: address student discipline, increase opportunities for
teacher success, raise salaries, and treat teachers professionally.
Nationwide, rural school districts have had persistent problems with recruitment
and retention of teachers, particularly minority and special education teachers (Singleton,
1991). Typically, teachers who live in rural areas have goals, expectations, and lifestyles
similar to the local residents. School districts must develop effective means o f helping
new teachers to acclimate to the local demands. Helge and Marrs (1981) included the
following retention strategies: (a) involving newcomers in community-related activities,
(b) faculty exchange programs, (c) inservice incentives, (d) special challenges or
assignments, (e) merit increases or other approaches to recognize extraordinary
performance, and (f) stress reduction activities.
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Neely (1993) cited Conant who went so far as to recommend that school districts 
offer a guarantee to first year teachers which includes the following: (a) a formalized 
induction process, (b) limited teaching responsibility, (c) assistance in gathering 
instructional materials, (d) advice o f experienced teachers whose instructional 
responsibilities are reduced in order that they can work with new teachers, (e) shifting to 
more experienced teachers those students who create problems beyond the ability o f the 
novices to handle effectively, and (f) specialized instruction concerning the characteristics 
of community, neighborhood, and the students.
Seifert (1982) recognized that a full induction process should take about three 
years. He also noted several strategies for retention: (a) direct impact activities (i.e., 
increased salaries, community involvement opportunities, and property acquisition 
assistance), (b) long range growth activities (i.e., inservice incentives, intra- and inter­
district faculty exchange, and merit increases for exceptional performance), and
(c) motivational strategies (i.e., paying professional organization dues, sending 
indigenous persons to college and paying tuition, making professional literature available, 
locating adequate housing, and establishing the support o f the school board).
Effective Teacher Induction Programs That Help First Year Teachers
It is quite apparent that good teacher induction programs have a variety o f 
beneficial effects on teachers, school systems, teacher education programs, and state-level 
activities. Many programs have documented retention o f beginning teachers, 
improvement o f the beginning teachers’ well-being, enhancement of beginning teachers’
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performance, professional growth, job satisfaction, and increased knowledge about 
teaching.
Lemke (1994) used the term “induction” to describe the processes by which new
teachers are introduced to the policies and culture o f the school district, including the
individual school, the staff, the curriculum, and the community. Reinhartz (1989)
described teacher induction as...
the mortar that cements preservice training to continued inservice professional 
development. In its simplest form, teacher induction is the process o f welcoming 
and helping beginners adjust to their new roles as inservice teachers. The distance 
in linear feet may be short from the teacher’s desk to the students, yet..., it is 
probably the largest psychological distance that these young adults have traveled 
in such a brief time. (p. 4)
Several qualities were noted in ERIC Clearinghouse on Teacher Education 
(1986a) to describe what makes a good induction program. The first four reflect 
characteristics o f influence from other professions, and the last four apply directly to the 
needs o f beginning teachers:
1. An explanation to the inductees that their selection process is based on certain 
criteria and that induction training is critical to their future success.
2. An induction program that is divided into progressive stages o f achievement.
3. Mutual support that is cultivated within peer groups.
4. Training that is acclimated toward long-term goals.
5. Expectations and norms of teacher conduct that are set administratively, clearly 
articulated, and disseminated.
6. A professional vocabulary that is assimilated.
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7. Supervision, coaching, demonstration, and assessment are provided for the 
new teacher.
8. Supervision o f the new teacher that is distributed throughout the faculty in a 
well structured, organized, continuous program.
Meister (1987). Locke (1987). Schell and Burden (1984). and Theune and Varah 
(1983) also listed several strategies for the successful development of new teachers.
These included: group orientation in a central location or at school sites, observation of 
other teachers, inservices/seminars/workshops, assignment of buddy teachers, 
demonstration of instruction or management techniques in the beginning teachers’ 
classrooms, intensive conferencing, an individual professional development plan, 
restriction o f extra responsibilities, use o f videotape analysis of new teachers’ classroom 
performance, assignment of instructional aides or volunteers, and a reduced workload 
(i.e., fewer classes or fewer class preparations). These qualities provide a good checklist 
for determining a good teacher induction model.
DeBolt (1992) declared that formalized mentoring, if conceptualized and 
implemented properly in a teacher induction program, could meet the needs o f beginning 
teachers and provide professional satisfaction for mentors. He described a mentor as one 
who serves as a “role model, guide, facilitator, and supportive protector” (p. 37). DeBolt 
also indicated that the term has been more loosely defined as “teacher, coach, trainer, role 
model, protector, sponsor, leader, or promoter” (p. 38).
The Louisiana Teacher Assistance and Assessment Program (1998) has been 
operational for several years. In the spring o f 1997, the three-person assessment team
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changed to a two-member team which consisted of the principal or the principal’s 
designee and an assessor external to the school. They function only in the second 
semester of this program, the assessment semester. A mentor is assigned to the 
new/beginning teacher and is responsible for providing support and assistance for the 
new/beginning teacher during both semesters. This program is tied to evaluation and 
ultimately to certification, which for all practical purposes, is not a major focus o f this 
study. Instead, this study focuses on assistance and support that is provided for beginning 
teachers beyond the state-mandated mentoring program.
Problem Statement
Teaching is quite different from other professions in that beginning teachers are, 
more often than not, required to assume full responsibilities on their first day of 
employment. Beginning teachers encounter many problems their first year, and very little 
research exists concerning the nature o f formalized mentor-intem relationships in 
beginning teacher induction programs. There is a large turnover rate o f beginning 
teachers due to the many difficulties they face during their first year o f teaching. Attrition 
is a serious problem that good induction programs can help solve.
The dearth o f information on the components o f a teacher induction program has 
provided the impetus for this study. The problem addressed in this study was the 
investigation of the teacher induction programs in a school district in northeast Louisiana.
Purpose of the Study
The purpose o f this study is three-fold: 1) to identify the characteristics of 
effective teacher induction programs in a school district in northeast Louisiana, based on
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what actually takes place in classrooms and on pertinent literature on teacher induction,
2) to determine the relationship between teacher induction and retention, and 3) to 
determine if teacher induction practices are useful to new/beginning teachers.
Based on the characteristics of an effective teacher induction program that were 
identified in the literature, the following components o f teacher induction will serve as 
variables for this study: mentoring, collaboration between the school district and the 
university, a reduced workload, and a beginning of the year new teacher orientation with 
professional development activities scheduled throughout the first year designed to meet 
the needs of new/beginning teachers.
Significance of the Study
McGuire. Klass, Piercy, the Department of Educational Administration and
Foundation, and Illinois State University (1991) investigated the relationship between
district characteristics and the provision of first year teacher staff development programs
and acknowledged that further research was needed regarding the quality of these
programs and their impact on beginning teachers in relation to effectiveness and
retention. More recently. White, Taylor, and Butler (1994) verified that further study was
needed to determine the perception of field-based personnel regarding the components of
their training programs.
It is not my intent to create a new phenomenon in the field o f  teacher induction.
As Kuhn (1970) put it,
A new theory does not have to conflict with any o f its predecessors. It might deal 
exclusively with phenomena not previously known....[then again] the new theory 
might be simply a higher level theory than those known before, one that linked
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together a whole group of lower level theories without substantially changing 
any....new knowledge [will] replace ignorance rather than replace knowledge of 
another and incompatible sort (p. 95).
It is my desire to provide a general concept o f teacher induction that will 
undergird the development o f a teacher induction model that will guide future studies and 
evaluations o f such programs. In addition, the goal o f this study is to provide 
stakeholders, namely: teachers, central office administrators, university personnel, school 
boards, students, and the Louisiana Department of Education with evidence that shows 
the value of good teacher induction programs, separate and apart from the state 
assessment mentoring program.
It is also my hope that the data will reveal what induction formats actually work 
and which ones need to be replaced with other techniques. In spite o f the past thirty years 
o f professional concern with teacher induction, much more work is needed to develop 
good programs. To this date, many schools do not implement any teacher induction 
program beyond the pre-Labor Day welcoming speeches. The business-industry 
community has long recognized the importance o f induction of new employees; the 
educational community is rapidly realizing the significance of well-designed induction 
programs for beginning teachers and the consequences of failing to provide such 
programs.
Research Questions 
The research questions addressed in this study were:
1. What written policies and procedures exist regarding teacher induction?
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2. To what extent are principals aware of the teacher induction policies and to 
what extent are they implementing those policies?
3. To what extent are teachers aware of the teacher induction policies, and to 
what extent do they perceive the policies are being implemented?
4. What are the discrepancies between teachers and principals regarding the 
implementation of the teacher induction policy?
5. What is the relationship between teachers’ perception o f the implementation of 
the policies and their employment plans for the following school year?
6. To what extent do the teachers think the teacher induction policies are useful?
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REVIEW OF LITERATURE 
According to Marshall and Rossman (1989), a review o f the literature should 
serve the following functions: (a) to explain the underlying assumptions behind the 
research questions and demonstrate the research paradigm that undergirds the study,
(b) to show evidence of related research and traditions surrounding and supporting the 
study, (c) to identify the gaps in previous research demonstrating a need for the proposed 
study, and (d) to refine and redefine the research questions by embedding them in larger 
empirical traditions. Previous research will be critiqued to demonstrate that teacher 
induction has not, to this date, been adequately explored as it relates to the characteristics 
o f schools and teachers. This chapter will also be used to help develop explanations 
during data collection and data analysis to provide theoretical constructs, categories, and 
properties used to organize the data while discovering the new connections between 
theory and the real world.
Several sources were used to identify articles for inclusion in this study, including 
LOLA (at Louisiana State University in Baton Rouge) and NEON (at Northeast Louisiana 
University in Monroe). In addition, the researcher reviewed the Education Research 
Information Centers (ERIC), a computerized system which maintains a combined list of 
articles from more than 700 education-related journals as well as published and selected 
unpublished documents in education, such as government reports, conference papers, and 
technical reports. Articles related to teacher induction, new teacher orientation, 
mentoring, staff development, workshops, first year teachers, and beginning and/or new
16
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teacher inservice were reviewed, and those descriptors were coupled with job satisfaction, 
retention, and effectiveness. Dissertation Abstracts International was also used which 
contains dissertation abstracts from 1861 to date in the United States, Canada, and other 
foreign countries (Slavin, 1992).
This chapter is divided into four sections: (a) the benefits of effective teacher 
induction programs, (b) the components of an effective teacher induction program,
(c) recruitment, selection, and retention o f beginning teachers; and (d) a chapter summary.
The Benefits o f Effective Teacher Induction Programs 
Huling-Austin, Odell, Ishler, Kay, and Edelfelt (1989) observed that prior to 1980, 
most of the literature on teacher induction was from Great Britain and Australia. In 1981, 
Florida had the only state-mandated teacher induction program. In 1989, they noted 31 
states that were either planning, piloting, or implementing some type of teacher induction 
program. They also noted the importance of both assistance and assessment as they 
pertain to teacher induction; however, they endorsed the separation o f the two because 
they were “inharmonious” (p. 18). They further noted, based on thorough review of the 
literature, that induction programs were successful in the following areas: (a) improving 
teacher performance, (b) increasing retention as it relates to promising beginning teachers 
during their induction years, (c) promoting the professional and personal well being of 
beginning teachers, (d) satisfying mandated requirements that are related to induction and 
certification, and (e) transmitting the system’s culture to the beginning teachers. They 
also added that studies on teacher induction collectively included important findings on 
the following: (a) the need to be flexible in induction programming, (b) the importance
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of the mentor, (c) the importance o f placement in the success of beginning teachers, and 
(d) the great necessity to educate educators and the public at large about teacher 
induction. They also recognized that the existence of teacher induction programs was not 
enough; goals would not be achieved “by accident.” Carefully designed program 
activities that specifically target identified goals must be implemented appropriately.
They cited several national commission reports that suggested that teacher induction was 
“firmly planted in the national spotlight o f  educational reform” (p. 22): NCATE 
Redesign (1985), the Holmes Group’s Tomorrow's Teachers (1986), the Carnegie 
Forum’s A Nation Prepared: Teachers for the 21st Century (1986), the ATE’s Visions o f 
Reform: Implications for the Education Profession (Sikula, 1986), and the ATE’s 
Teacher Induction: A New Beginning (Brooks, 1987).
In ERIC Clearinghouse (1986b) it was noted, “The most apparent product o f the 
massive implementation o f induction programs, thus far, has been the overwhelming 
demand for research on common program concerns: assessment, evaluation, specification 
o f induction contents, and the definition o f program objectives” (p. 8). It was also 
reported that the teaching profession views induction as the first step in staff 
development. Induction is also considered the link between student teaching and 
teaching, and it is the cable o f communication between state agencies and local school 
districts as well as between policy makers and teacher organizations. Teacher induction 
is also regarded as a way o f maturation for the new teacher, a way o f retaining them by 
socializing them into the system, and a way o f helping alleviate the frustration which 
seems to encourage good teachers to leave the profession. The most prevalent
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components of a teacher induction program (namely: internships, mentor teachers, 
induction committees, and orientation seminars) were presented in the ERIC 
Clearinghouse report (1986a).
Blue (1989) noted the benefits o f teacher induction programs as she evaluated a 
large suburban school system’s implementation of a new teacher induction program. She 
also analyzed the perceptions o f the new teachers and the administrative as well as the 
supervisory participants. She looked at the implementation o f their program goals and 
used Stufflebeam’s CIPP Evaluation Model to identify the components o f the induction 
program. Blue reached the following conclusions:
1. New teachers did, in fact, benefit from the induction program.
2. The new teachers and the administrative/supervisory personnel differed in their 
perceptions of the components o f the induction program; however, both groups 
acknowledged that these components were essential to the program.
3. Contextual differences were found in the overall implementation of the 
induction program in the different types o f schools.
4. Assistance differed from school to school; however, the participants perceived 
the supportive resources as vital to the induction effort.
5. New teachers perceived that their instructional performance was positively 
modified.
6. New teachers perceived their induction experiences most valuable to their 
overall teaching behavior and job satisfaction.
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Rideout (1990) also noted the benefits o f  teacher induction programs as reported 
by beginning teachers. She created and evaluated a year-long teacher induction program 
for beginning teachers. She noted that during the first year o f teaching, new teachers 
form habits and opinions that will impact their careers for years to come.
According to Rideout (1990), many beginning teachers discover that they must 
solve their problems and adjust to life as a teacher with virtually no assistance from 
anyone. Rideout recommended that employing school districts assume the responsibility 
o f assisting the beginning teacher and provide professional growth activities for them 
through a planned teacher induction program. She identified the problems that beginning 
teachers face and found them to be consistent with those problems identified in the 
literature; however, the results o f her study indicated that these problems could be 
reduced by induction program assistance.
The new teachers noted that the preservice workshop that provided assistance in 
planning for the first days of school was a valuable activity. The beginning teachers also 
recognized the assignment o f a mentor teacher as another important component o f  teacher 
induction; the mentor was a source of information and a problem solver. Observing a 
master teacher and the provision o f social activities for the teachers were two other 
induction components that were rated successful by the beginning teachers. These 
activities gave them new ideas and insights as well as an opportunity to form networks 
reducing their feelings o f isolation. Rideout recommended that new and existing teacher 
induction programs be evaluated to determine the types o f activities most beneficial under 
specific conditions (Rideout, 1990).
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The Components of an Effective Teacher Induction Program 
A review o f the literature clearly shows that teacher induction programs exist; 
however, each program exists and functions alone, that is, separate and apart from the 
recommended model in this study. An effective teacher induction program should be one 
that starts at the beginning stages o f a teacher’s career, if not before (that is, during 
student teaching), and continues throughout at least the first year of the professional 
development stage. Many states and school districts have implemented and studied 
teacher induction programs by statute or by policy. Table 1 shows a variety o f these 
programs and a brief description of each. Each program focused on a particular 
component o f teacher induction as recommended in this study; yet, there is no true model 
of or consistency in determining the components o f a model teacher induction program. 
Thus, Table 1 shows bits and pieces of a whole; there is no true model of teacher 
induction, which to this date, has not been truly defined.
Table 2.1
Teacher Induction Models
Researcher Description of the Model
Zeichner (1979) 11 Models of  Teacher Induction
The Washington State Modified Internship for 
Beginning Teachers (Hite et al., 1966; Hite, 1968)
Reduced work loads and intensive inservice training 
on the attitudes and behaviors o f beginning teachers.
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Table 2.1(cont.)
Researcher Description of the Model
Zeichner (1979) 11 Models of Teacher Induction
The Oswego New York Plan for Team Supervision of 
Beginning Teachers ( Readling et al., 1967; McGinnis, 
1968)
A team leader worked with four to five beginning teachers 
in the same building. The focus was on the beginning 
teachers providing mutual assistance by observing and 
analyzing each other’s teaching. The supervision was 
totally divorced from the evaluation procedures.
The NASSP Project on the Induction of Beginning 
Teachers (Hunt, 1968; Swanson, 1968)
A project with two major purposes: (a) to give beginning 
teachers extra time and help to improve their professional 
development and (b) to discover how the first years of 
teaching might be improved. Four (4) major elements were 
constant: (a) the teaching loads were reduced;
(b) experienced teachers were appointed to work with 
beginning teachers, and they had reduced workloads;
(c) assistance was provided in the area o f instruction; and
(d) beginning teachers were provided with specific 
information on the characteristics o f  the community, 
student body, and school policies.
The Beginning Teacher Development Program in 
Hawaii (Noda, 1968)
Experienced teachers provided supervision for beginning 
teachers at a ratio of about 1:10, working in several schools. 
They were given release time, and they submitted an 
assessment to the building principals at the end of the year.
The Wheeling, Illinois, Teacher In-service Training 
Program (Johnson, 1969)
A federally funded program (Title 3) with the local district 
responsible for planning, implementation, and evaluation o f
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Table 2.1(cont.)
Researcher Description of the Model
Zeichner (1979) 11 Models of Teacher Induction (cont.)
the program. The focus was to get the beginning teachers 
to assess their own classroom behavior and to see their 
students as individuals. The beginning teachers had to 
attend a monthly seminar that lasted all day, and release 
time was provided.
The Wilmette, Illinois, Program for Beginning Teachers 
(Wilmette Public Schools, 1969)
A federally funded program (Title 3) that consisted o f a 
five-day summer orientation workshop, half day workshops 
provided monthly, demonstrations, classroom observations, 
individual consultations, and weekend workshops held on 
specific issues that related to the curriculum, teaching 
methods, and instructional materials.
The New York City Supportive Training Program for 
Inexperienced and New Teachers (Honigman, 1970)
Concentrated primarily in the low income areas of 
Manhattan, Brooklyn, and the Bronx. A master teacher was 
assigned to beginning teachers, and some workshops were 
provided. School district specialists were provided as back­
up resources.
The South Texas New Teacher Orientation Project 
(Dooley, 1970)
Designed to strengthen the skills and commitment o f new 
teachers to work with low income Mexican-American 
students in Rio Grande border schools. Release time was 
provided for beginning teachers to attend a one-hour per 
month small-group discussion-training session that was 
largely unstructured and focused on the concerns expressed 
by the beginning teachers. They were also led by university 
consultants and assisted by experienced teachers.
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Table 2.1(cont.)
Researcher Description of the Model
Zeichner (1979) 11 Models of Teacher Induction
The Washington, D.C., Program for the Recruitment of 
Beginning Teachers (Scates, 1970)
A federally funded project (Title 5) that consisted o f a two- 
week summer orientation, three (3) one-day workshops 
with release time, and continuing individual support and 
assistance throughout the year.
The Salem, New Hampshire, Program for Helping the 
Beginning Teacher (Marashio, 1971)
This program consisted o f four interrelated program 
components: (a) each beginning teacher was paired with an 
experienced teacher who taught in the same subject area 
and had common free periods for conferencing, (b) the 
beginning teachers were trained to interpret the results from 
their analysis system, (c) seminars were held bi-monthly for 
beginning teachers to exchange problems and ideas, and
(d) beginning teachers were observed several times during 
the school year with post-analysis occurring after each 
lesson observed.
The Alabama First Year Teacher Pilot Program 
(Alabama S.E.D., 1974; Blackburn et al., 1975)
A support team represented the state education agency 
(which totally funded the project), institutions of higher 
learning, and the local education agencies jointly assumed 
responsibility for the success o f  beginning teachers.
Theune (1983) A Teacher Induction Program at the University of
Wisconsin-Whitewater
A planned program o f assistance and support for beginning 
teachers provided by a team o f  professionals from the local 
school district and the university.
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Table 2.1(cont.)
Researcher Description of the Model
Brooks (1986) Programmatic T eacher Induction
An attempt to increase the probability o f a successful 
transition from training to employment by covering 
instructional and managerial needs, evaluation procedures, 
and curricular objectives.
McNelis & Etheridge (1987) Three Models of Induction Internship
The traditional 10-12 weeks o f student teaching with a 
classroom teacher (a cooperating teacher), a phased nine- 
month internship with practicing classroom teachers 
(mentors), and a total immersion nine-month internship 
with a classroom teacher (mentor) and two mentors from 
the university.
Locke (1987) Wilmington (Illinois) High School
The activities o f the program included a three-day 
orientation workshop, inservice seminars for first-year 
teachers which involved watching a video and discussing 
the required observations between their meetings, 
observations by the principal, and suggested professional 
readings.
Huling-Austin, Odell, 17 Induction Programs
Ishler, Kay, & Edelfelt Induction and Beginning Teacher Support Programs
(1989) Arizona: Teacher Residency Project
Arizona State University, Northern Arizona University, and 
the Center for Educational Development in collaboration 
with 60 school districts
A 16-hour training program for mentor and resident 
teachers (those who were in their first, second, or third year 
of teaching).
California: Induction for the Beginning Teacher
California State University at Chico collaborating with 13 
counties
A support network for beginning teachers to assist in 
making the transition from student teaching to the realities
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Table 2.1(cont.)
Researcher Description of the Model
Huling-Austin, Odell, 17 Induction Programs fcont.)
Ishler. Kay. & Edelfelt o f teaching with an orientation, monthly seminars, and
(1989) follow-up. A peer coach was also assigned to the
beginning teacher.
New Teacher Support Project
Oakland School District and California State University at 
Hayward
A program designed to increase the retention of, 
effectiveness of, and professional orientation among new 
inner-city teachers, with particular commitment to 
continuing professional development. This project sought 
to address the isolation of the novice teacher and to provide 
programmatic support that addressed particular crises as 
they occurred. A second year follow-up component 
instilled an expectation of continued professional 
development.
District o f Columbia: Intern-Mentor Program
District o f Columbia Public Schools 
A two-year probationary period designed to promote the 
professional growth and development o f beginning 
teachers who were called interns. The interns had mentors 
who provided them with intensive assistance and guidance.
Florida: Beginning Teacher Program
Florida Department o f Education 
A program funded by the state legislature which required 
the school district to develop a plan to implement a 
program intended for new teachers to document successful 
demonstration o f minimum essential competencies (as 
established by the state). Support services were provided to 
the beginning teachers during their first year of 
employment.
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Table 2.l(cont.)
Researcher Description of the Model
Huling-Austin, Odell, 17 Induction Programs fcont.)
Ishler. Kay. & Edelfelt Beginning Teacher Program, Broward County, Florida
(1989) A support network that consisted o f a school-based team (a
peer teacher, another professional educator, and a 
building-level administrator). The beginning teacher had to 
attend a six-hour workshop held during the school day and 
had to prepare, With the support o f the team, a professional 
development plan. Funds were provided for a substitute.
Georgia Alternative Certification Program for Critical 
Teaching Fields
Georgia Department o f Education 
A one-year supervised classroom internship, in the areas of 
science, math, and foreign languages. It was an alternative 
route to certification for secondary teachers in those critical 
shortage areas. There were four major organized blocks 
(preplanning, fall quarter, winter quarter, and spring 
quarter) that were guided and evaluated by a support 
team.
Indiana: Project CREDIT
Indiana State University in collaboration with 10 school 
districts
The objectives of Project CREDIT (Certification Renewal 
Experiences Designed to Improve Teaching) were to 
improve the skills and reduce the problems o f beginning 
teachers, reduce burnout and dropout, and reward superior 
teachers. A steering committee which consisted o f three 
teachers, two school administrators, and two university 
professors developed the procedures for the program design 
and provided direction and guidelines for personnel.
New Hampshire: One-Year Internship in Teaching
University o f New Hampshire
A five-year teacher education program where the teacher 
was not an education major. It consisted o f an early field
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Table 2.1(cont.)
Researcher Description of the M odel
Huling-Austin, Odell, 17 Induction Proyrams(cont.f
Ishler, Kay, & Edelfelt experience, a core o f professional course options, graduate
(1989) work leading to a master’s degree, and a full-year internship
in the fifth year which served to bridge the gap between 
theory and practice. That year was credited by most school 
districts as a full year o f  teaching.
New Mexico: Teacher Induction Program
Albuquerque Public Schools and the University o f New 
Mexico
A model o f school system/university collaboration.
The objective was to support teachers new to the profession 
in the transition from college student to practitioner. A 
university faculty member, who was paid by both the 
university and the school district, directed the program. 
There was no responsibility for evaluation connected with 
continuing on the job, tenure, or certification.
North Carolina: Initial Certification Program
North Carolina Department o f Public Instruction 
An extended teacher preparation program for six years 
(four years preservice and two, probationary). New 
teachers were granted an initial certificate upon graduation 
and issued a continuing certificate after demonstration of 
competence in performance by the state’s teacher 
performance appraisal system.
The Novice Teacher and the Mentor
Nash County, North Carolina
A systematic, intensive program established to train mentor 
teachers who assisted and assessed beginning teachers. The 
mentor was included in formative evaluations and 
conferences but not usually in summative evaluations.
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Table 2.1(cont.)
Researcher Description of the Model
Huling-Austin, Odell, 




Wake County, North Carolina
A two-year induction period for all new teachers which 
featured assistance from a mentor teacher, fall and spring 
seminars during the first year, beginning teacher support 
groups, and time to observe the best teachers in the system.
Tennessee: MAT Internship Program
Memphis State University
A 15-month postbaccalaureate teacher education program 
characterized by three unique features: moving the 
participants through the program in cohorts, 
accommodating late entrants to teaching (i.e, liberal arts 
graduates who chose education as a career after 
graduation), and focusing on prospective secondary school 
teachers. Practitioner mentors from the school districts and 
pedagogical mentors from the university supported the 
program.
Virginia: Teachers Need Teachers
Chesterfield County Schools, Virginia Polytechnic 
Institute and State University, and the Virginia 
Department o f Education
This program emphasized selection and preparation of 
mentors who aided beginners as they learned about 
teaching on the job during their first year o f teaching.
The program included day-to-day monitoring, release days 
for area meetings, and interviews by which the mentors 
helped the beginners in specific areas o f need.
West Virginia: Teacher Induction Program
Ohio County Schools
A three-year developmental program o f support and
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Table 2.1(cont.)
Researcher Description of the Model
Huling-Austin, Odell, 17 Induction Programs fcont.i
fshler, Kay, & Edelfelt assistance for teachers to develop confidence in
(1989) themselves and pride in and commitment to their school
district and profession. Mentors were assigned from among
content-area supervisors in central office, and they followed 
a series o f school visits (about 20 during the first year), 
phone calls, and notes. During the second and third years, 
teachers observed their peers. The third year a supervisor, 
principal, or a department chair observed the new teacher in 
a selected teaching behavior or strategy based on effective 
schools research.
Wisconsin: Program for Mentoring Teachers
Wisconsin Department o f Public Instruction 
A one-year induction program that involved personnel from 
the local school district and the institution of higher 
learning. Five induction models were funded: a university- 
centered model, a residency model, a district-centered 
model, a university/district cooperative plan, and a 
consortium model.
Neely (1993) A Formalized Teacher Induction Process
An Advocate for James Conant’s Model (1965)
A school board provided a guarantee to first-year teachers 
which included limited teaching responsibility; assistance 
in gathering instructional materials; advice of experienced 
teachers with a reduced workload; students with problems 
shifted to more experienced teachers; and specialized 
instruction concerning the community, the neighborhood, 
and the students.
Note. These models were taken from various sources as noted.
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When considering each study noted in Table 1, there was something missing. Specific 
needs of beginning teachers were met with the prescribed programs; however, there were 
other needs of teachers that were not met. Just as we educators seek to educate the whole 
child, a beginning teacher should be exposed to a full induction process from the initial 
stages o f orientation throughout at least the first year of one’s professional career. An 
effective teacher induction program cannot stand alone with just one part o f the whole; it 
must be inclusive of all the necessary components that constitute the whole. At a 
minimum every teacher induction program should include: (a) mentoring, (b) assistance 
provided by collaborative efforts between the college or university and the school district,
(c) a reduced workload, and (d) a beginning of the year new teacher orientation with 
professional development activities scheduled throughout the first year designed to meet 
the needs of new/beginning teachers where the expectations of the district are 
communicated through seminars or workshops on various aspects o f  teaching that are o f 
priority in that district.
Zeichner (1979), concerned with the diversity o f program models, examined 
teacher induction practices in the United States and Great Britain. He recommended that 
the education of a teacher should extend beyond the preservice preparation period and 
continue throughout a teacher’s career. He indicated that this idea had first been 
implemented in the latter part o f the nineteenth century: the first internship program was 
introduced at Brown University in 1895. He also noted, “Many new teachers function in 
a professional desert, abandoned by the institutions where they received their preservice
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education, and neglected by overburdened school personnel” (p. 5). This state o f affairs 
often results in great stress, anxiety, and isolation in the first few years o f teaching.
In observing Great Britain’s attempt to implement a nationwide induction scheme, 
Zeichner (1979) recommended the following during the probationary year:
1. Provide reduced (3/4) teaching loads and assign not less than 1/5 release time 
for induction activities to the probationers (or beginning teachers).
2. Appoint professional tutors (or mentors) in each school and provide training 
for them prior to their working with the probationers.
3. Provide external support for the probationers (i.e., workshops, seminars, and/or 
courses).
The following conclusions were included:
1. The induction program must be a part o f the school’s staff development 
program.
2. The effects o f an induction program seem to be widespread when there is 
collaboration between and/or among institutions, and they are usually positive despite 
the inevitable problems that arise.
3. A preservice orientation along with a regular orientation for all teachers helps 
the probationer become familiar with the workplace environment.
4. Adequate release time must be provided for the probationers and the teacher
tutors.
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Mentoring
The term “mentor” often appears in the literature along with that of teacher 
induction and is common to other fields of study. DeBolt (1992) referenced mentoring 
going back to Homer’s classical Greek story, The Odyssey. In this epic poem, the mentor 
was assigned the task o f caring and guiding the protege. The mentor had a two-fold role 
in this great tale: (a) to care for Odysseus’s son, Telemachus, while guiding him to 
adulthood and (b) to help Odysseus fulfill his life’s quest in preparing the young man to 
stand by his father to regain control of their home. A mentor serves as a “role model, 
guide, facilitator, and supportive protector” (DeBolt, 1992, p. 37). DeBolt indicated that 
the term “mentor” has been more loosely defined as “ teacher, coach, trainer, role model, 
protector, sponsor, leader, or promoter” (p. 38). DeBolt also declared that formalized 
mentoring, if conceptualized and implemented properly in a teacher induction 
program, could meet the needs o f beginning teachers and provide professional 
satisfaction for mentors.
DeBolt (1992) further noted Levinson’s conceptualization o f a mentor; “...[one 
who is] several years older, ...[with] greater experience and seniority...[a] teacher, adviser, 
or sponsor” (p. 38). He described several local and/or statewide induction programs (in 
California; Toledo, Ohio; North Carolina; and New York) as having a common 
characteristic: their vague and unique definitions o f a mentor and mentoring. According 
to DeBolt, most reports pertaining to mentors and mentoring did not provide a conceptual 
framework; however, Egan’s definition served as a representative summation o f the 
positive aspects o f a mentor:
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The mentoring o f teachers is an empowering process characterized by availability 
and approachability on the part of an experienced educator, and receptivity by the 
neophyte. Through this process a beginning teacher receives technical assistance, 
career advice, and psychological support from an experienced person. This 
assistance and support is transmitted through observation, ongoing discussions, 
questioning, and planning together in an adult learning mode. During this 
process, the experienced educator acts as a role model, teacher, and counselor to 
the beginner. The influence of the experienced person is pervasive and enduring, 
while still honoring the autonomy of the neophyte teacher, (p. 40)
Lemke (1994) cited Bey’s definition for mentoring: “An old practice of
experienced teachers passing on their expertise and wisdom to new colleagues faced with
the challenges associated with the initial phase of teaching” (p. 5). Lemke also cited
Muse and Thomas as they commented on mentoring, “Collegial mentoring arrangements
--even if by telephone when distances are great -can  mean the difference between
feelings of acceptance and[/or] isolation for new teachers” (p. 5).
Odell (1990) observed the rapidity of the actual implementation of mentoring
programs. She reported that in 1980, Florida was the only state that provided assistance
to new teachers through mentoring. In 1987,11 states were implementing mentoring
programs, 6 states were piloting mentoring programs, 15 had begun to plan their
mentoring program, and 19 reported no activity in mentoring. In 1989, 3 1 states were
reported as having instituted mentoring programs, with only 8 reporting no activity
(Washington, DC was included). The business world has been reported as having
performed most of the empirical research on the value of mentoring; however, “not all
successful men and women in business report having had a mentor” (p. 7). Odell
declared that the value o f mentoring in adult development, at a minimum, helps the
protege manage the many stresses o f life. Odell coined a new term here, automentors, to
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refer to the proteges who become capable o f mentoring themselves. She implied that the 
ultimate goal of a mentor is to work to dissociate from their proteges as they become 
mentors themselves and self-reliant even, in mentoring.
Kamii and Harris-Sharples (1988) demonstrated the roles o f collaborating entities 
in their attempt to reshape the teaching profession as it related to mentoring:
1. They declared that the challenge for a state is to develop guidelines for 
mentoring programs that are rigorous enough to ensure high quality while simultaneously 
being flexible enough for implementation.
2. The school district’s challenge is to design a training program for its mentor 
teachers, to develop support systems for its mentors and new teachers, and to create 
collaborative agreements with colleges and universities so that their provisionally 
certified teachers can proceed toward full certification.
3. Principals are challenged to ensure that the mentoring program is effectively 
working in their schools.
4. Mentors in colleges and/or universities are also challenged to make the 
necessary adjustments in their priorities to accommodate the needs o f  the new teachers, 
namely: (a) faculty members in specific colleges or departments must evaluate their 
course offerings and course content to accommodate the needs o f the liberal arts and 
science majors who want to teach, (b) graduate schools must redesign their masters’ 
degree programs to be in conjunction with and meet the needs o f the local school 
districts, (c) faculty members must become involved in the training o f mentors, and (d)
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education faculty members must provide seminars for the new teachers and lead monthly 
support group meetings for mentors.
According to Simon (1980), teacher induction programs began as a result o f an 
investigation of fifth-year post-baccalaureate teacher internships. The program consisted 
o f the intern teaching half the time and completing the required academic program 
leading to a master’s degree. Brooks (1986) noted the rationale behind teacher induction 
programs, which is to attract the most qualified personnel and to move them in a timely 
manner toward performance competence and personal satisfaction.
The Kansas State Department o f Education (1985) developed an internship model 
patterned after a medical model, where the first year teacher or intern would receive 
intensive assistance from a master or senior teacher on site or within the district of 
employment. Additionally, representatives from the Kansas institutions o f  higher 
education who prepared the first-year teacher program would continue their support. This 
medical model of teacher internship leans heavily on the supervision o f the needs 
assessment, the support, and assessment of the first-year teacher’s performance. In fact, 
these are principle components o f the internship program. The Kansas Internship Plan 
(KIP), on the one hand, practices helping new teachers in an informal way and, on the 
other hand, it provides for a well defined, precise assessment o f first-year teachers. An 
internship involves both growth and assessment, and it can be the vehicle by which an 
intern improves upon the skills o f effective teaching. (Kansas State Department of 
Education, 1985)
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Similarly, in 1994, the Louisiana Department o f Education (LDE) implemented 
the Louisiana Teacher Assessment Program (LaTAP) which had some, but not all the 
components o f a good teacher induction program. This program had a two-fold goal: to 
improve teaching and learning and to ensure that teachers who were certified in Louisiana 
were competent professionals. This assessment program focused on performance as well 
as credentials, and it was coupled with a strong professional development program. The 
LDE noted, “Essential to competent performance in any position is a nucleus of practices 
and behaviors which can be identified, assessed, and improved” (p. 3-1). The assessor 
completed a rigorous, comprehensive training. Multiple data sources and data collection 
procedures (namely two, classroom observations and structured interviews) obtained a 
reliable portrait of professional practice and behavior. “School and/or school system 
characteristics, needs, and organizational structures will also be considered” (p. 3-2). The 
assessment process focused on the identification o f patterns of behaviors. The LDE felt 
that no single assessment instrument was adequate for assessing teacher performance.
The instruments were developed from the criteria of which teachers were to be assessed. 
The instruments were designed to assess the knowledge and skills considered important 
to effective teaching. LaTAP had two basic uses: to develop information about the 
beginning teacher’s competence which was used to structure instructional improvement 
activities and to develop information from which sound decisions about the beginning 
teacher’s qualifications for certification were used (The Louisiana Department o f 
Education, 1995).
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The classroom observation along with the interview employed instruments and 
procedures that were designed to collect data that were directly related to the Louisiana 
Components of Effective Teaching (LCET). LCET was a three-tiered structure o f  skills 
and knowledge that was defined by Louisiana teachers, school administrators, and teacher 
educators as being essential to successful instruction, that is instruction that resulted in 
high student achievement. These three levels formed the assessment criteria (i.e., the 
practices and behaviors that were measured and evaluated). A support/assessment team 
was assigned to the new teacher; the team was comprised of three highly qualified 
experienced educators (usually the principal or the principal’s designee, an experienced 
teacher from the new teacher’s school or school system, and an external assessor from the 
college or university, a retired educator, or a central office administrator). Each member 
o f the team visited and evaluated the new teacher at least once during each semester of 
the year. When a new teacher did not complete the assessment program during the first 
year and was recommended for a second year, the new teacher had to demonstrate 
competence by the end of that second year, or he/she was denied regular certification.
The new teacher had to leave teaching in Louisiana public schools for at least two years. 
(The Louisiana Department o f Education, 1995)
In 1997, the legislature, realizing the need to provide more assistance for the 
beginning teacher, renamed the Louisiana Teacher Assessment Program to the Louisiana 
Teacher Assistance and Assessment Program. They also amended the program to include 
a mentoring component. Instead o f a three-person assessment team, there is now a two- 
member team which consists o f the principal or his/her designee and an external assessor
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that functions only in the new teacher’s assessment semester (which is the second 
semester). Mentor teachers are assigned to new teachers for support and assistance for 
both semesters. During the second semester, the new teacher is assigned an assessment 
team that consists o f the principal or his/her designee and an external assessor. They will 
visit the new teacher once to collect the data to base their recommendation for 
certification. If by chance the two assessors are not in agreement over the certification 
recommendation, and it cannot be resolved, the district contact person will appoint a third 
assessor who is external to the school. The mentor has no role or responsibility in the 
assessment process or in recommendation for certification. These new changes were 
operational beginning with the 1998-99 school year. The program was piloted to 
determine the policies, procedures, activities, and training that were to make the 
statewide implementation a success.
Huling-Austin, Odell, Ishler, Kay, and Edlefelt (1989) sought to help practitioners 
and policy makers gain a greater understanding of the importance o f assisting beginning 
teachers and what was involved in terms o f policy, procedures, pitfalls, personnel, cost 
effectiveness, and prospects. They noted that though teacher induction programs were 
slow to arrive, educators and policy makers agree that the first years o f teaching are most 
critical. The induction o f beginning teachers and assessment have been the focus o f the 
spotlight with greater emphasis placed on the latter. They felt that beginning teachers 
were not given a chance to perform well on an assessment because appropriate assistance 
and encouragement were often not available.
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Collaborative Efforts
The American Association of Colleges for Teacher Education (AACTE, 1965)
sought to encourage institutions to conduct a self-assessment o f their teacher education
activities, and they described ways that institutions could facilitate and improve the
aspects of their teacher education program. They observed and noted the following:
Cooperation between schools and colleges in teacher education is easier said than 
done even though the profession has been calling for it for years....Sensible as this 
concept of working together sounds, its realization demands a degree of 
cooperation that is not easy to achieve, (p. 101)
The reasons given were the barriers that exist of status and differences o f outlook
between the two. A practical focus exists as it relates to the schools and a theoretical
focus, as it relates to the university. There have been gains in the efforts to break through
the barriers, though modest as they may be. They reported, “Everyone on both sides
means well, but the means for working in collaboration toward the improvement of
education for children has evaded us” (p. 101).
The supervision of student teaching has linked the university with the school since
the beginning o f off-campus student teaching; however, at best, it is a weak link. The
student teacher and the college supervisors are considered guests in the classroom, and
they tread lightly so as to not upset the system. There is little, if any, influence on the part
of the classroom teacher over the college program and very little, if  any, influence on the
part of the college program over the classroom teacher. As the AACTE (1965) put it,
“Both groups tend to go their own ways and no bridges are crossed, no barriers broken,
although everyone is usually polite, at least when the other one is around” (p. 102). The
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assessments of the attempts made to bridge the gap between schools and colleges were 
over stated, according to the Association; they suggested that they should be partners in 
the profession where all parties are responsible for the induction o f the new teacher. They 
also recommended that the profession recognizes the differences between the two 
entities. The differences are in kind, not quality; they can very well be equal partners. 
Creative classroom teachers and the searching, analyzing professor are both needed by the 
profession.
Henry (1989) posited three types o f teacher support in his successful teacher 
induction program for first-year teachers, o f which, in his opinion, were the keys to 
teacher induction: mentor support, peer support, and university support. Henry used a 
multiple support system at Indiana State University called CREDIT (Certification, 
Renewal Experiences Designed to Improve Teaching). Significant changes were noted in 
the following areas: mastery learning, motivation, use o f higher-order questioning, and 
other measured teacher skills. Henry found in a follow-up study that all the teachers in 
his study remained in the teaching profession a second year. Those were significant 
results as compared to a 26.5% attrition rate for teachers in Indiana during the first two 
years o f teaching, and the results also stand in sharp contrast to normal drop-out rates in 
the profession as a whole.
Recruitment. Selection, and Retention of Beginning Teachers 
Administrators in rural and small school districts find it difficult to locate and hire 
qualified/certified teachers, particularly those who “fit in” with the school and community 
and stay there. Lemke (1994) reported the attrition rate in rural and small school districts
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to be extremely high: a 30-50% turnover rate in rural areas resulting in a complete 
turnover nearly every three years. Recruiters in these areas rely strongly on stressing the 
benefits o f working in rural and small school district, namely: small class size, personal 
relationships with the students, individualized instruction, greater parental involvement, 
and greater autonomy. Lemke also noted a couple “grow your own” strategies:
(a) recruiting those teachers with rural backgrounds and, in particular, looking at the 
classified employees and the volunteer groups and (b) sponsoring Future Teachers of 
America clubs and implementing career education programs with a special emphasis on 
teaching, and more specifically, returning to their home communities.
Smith-Davis and Cohen (1989) examined teacher attrition and reported that most 
new hires stemmed from replacing the teachers who left the school districts, rather than 
from the demands of expanding enrollments or new programs. They noted that attrition 
could very well lead to serious problems, particularly those involving quality and quantity 
o f teachers. They reported the following studies:
1. In 1988, Metropolitan Life surveyed teachers in the nation and showed that 
34% o f them reported that they were making plans to leave the profession within the next 
five years.
2. Mary Futrell, past president o f the National Education Association (NEA), 
reported in 1986 that only half the teachers who enter the profession remain more than 
five years.
3. Huling-Austin (1986) reported that first year teachers are 2 lA times more likely 
to leave the profession as compared with experienced teachers. High rates o f attrition
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extend through succeeding years. Two thirds o f the teachers leave the profession in the 
first four years while 40-50% leave during the first seven years o f their careers.
4. In 1985, Louis Harris and Associates reported that former teachers who left the 
profession were inclined to believe that the intellectual challenge was better in other 
occupations.
5. It appeared that those teachers who were the most qualified and academically 
superior left the profession (Darling-Hammond, 1984, and Schlechty & Vance, 1983)
Singleton (1991) studied recruitment and retention of minority teachers in 
Louisiana, particularly in the Monroe City School System in northeast Louisiana. She 
noted that recruitment and retention of minority teachers were becoming more difficult 
due to the rising demand for minority teachers and the decreasing pool o f minority 
teachers. She used qualitative case study methodology to determine the following:
(a) Why minority teachers chose to teach in the Monroe City School System (MCSS),
(b) Why minority teachers remained in the MCSS, (c) Why minority teachers left the 
MCSS, and (d) How were demographic factors involved in teacher recruitment/retention? 
Singleton administered a questionnaire to the minority teachers in the school district and 
to those who had left the system. The results revealed that teachers chose to work in the 
MCSS for the following reasons: the system's reputation, the location, the teachers’ 
dedication/loyalty to the community and to their beliefs, the system’s philosophy to 
educate the students regardless of their race or socio-economic status, and the district was 
their only alternative. Minority teachers remained in the MCSS because o f job 
satisfaction, good working conditions, location, and the dedication to their culture or
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beliefs as well as to the community. Minority teachers left the district due to poor 
working conditions, low salaries, and too much politics in education. Location, age, and 
education were the demographic factors that were involved in the recruitment/retention o f 
minority teachers in the MCSS.
Summary
The problems of first year teachers range from student discipline and student 
motivation to the physical demands of teaching and the routine management tasks. More 
often than not, any assistance provided to a beginning teacher results in improved morale; 
a more secure, competent staff; and a better teaching and learning environment. 
Throughout effective schools literature, staff development has been labeled as an integral 
part o f effective schooling with a particular emphasis on the retention of high quality 
professionals. Teacher induction is an extension of staff development, defined as a more 
formal set o f activities that provide new ideas and insights to new teachers reducing 
stress, anxiety, and isolation, which are three factors most often experienced by beginning 
teachers. Good teacher induction programs have the following benefits: (a) improving 
teacher performance, (b) increasing retention as it relates to promising beginning teachers 
during their induction years, (c) promoting the professional and personal well being of 
beginning teachers, (d) satisfying mandated requirements that are related to induction and 
certification, and (e) transmitting the system’s culture to the beginning teachers.
What constitutes a good teacher induction program? The review of the literature 
reveals that good induction programs have the following components: (a) mentoring,
(b) assistance provided by collaborative efforts between the college or university and the
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school district, (c) a reduced workload, and (d) a beginning of the year new teacher 
orientation with professional development activities scheduled throughout the first year 
designed to meet the needs of new/beginning teachers where the expectations o f  the 
district are communicated through seminars or workshops on the various aspects o f 
teaching that are o f priority in that district.
Mentoring has been accepted across the nation as a method o f induction that eases 
the transition o f new teachers into the world o f teaching, and it is one of the best 
strategies to offer support and improve the quality and skills o f beginning teachers. A 
mentoring program may also be used to retain quality beginning teachers in the 
profession. Most internships involve growth and the opportunity to improve upon the 
skills o f effective teaching; yet, they are coupled with assessment. The research reveals 
that when assessment is coupled with an internship, the beginning teacher is not given a 
chance to perform well because appropriate assistance, support, and encouragement are 
often not available.
Extended partnerships and/or collaborative efforts are also necessary between the 
university faculty and the local school district personnel in order to blend theoretical 
concepts from the university setting with the practical application in the classroom.
Most new teaching positions are filled with those teachers who have left teaching 
rather than from the demands of expanding enrollments or new programs. Retention is 
one of the major thrusts of new teacher induction programs coupled with the intent to 
benefit new teachers by providing a personal introduction to teaching and to assist the 
implementation o f sound teaching practices.
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Figure 2.1. Pictorial Representation of the Variables
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CHAPTER 3 
METHODOLOGY
This chapter is divided into 9 sections: (a) objectives o f the evaluation and 
research questions, (b) program evaluation, (c) evaluation procedures, (d) sample/ 
participants, (e) instrumentation, (f) reliability and validity, (g) data collection, (h) data 
analysis, and (i) definition o f terms.
Objectives of the Evaluation and Research Questions
Listed below are the objectives (OBJ) of the evaluation and the research questions 
(RQ) that address each objective:
Objective 1: Identify the characteristics of teacher induction programs.
OBJ 1 RQ 1. What written policies and/or procedures exist regarding teacher 
induction?
Objective 2: Determine the extent to which teacher induction programs have been 
implemented.
OBJ2RQ2. To what extent are principals aware o f the teacher induction 
policies and/or procedures, and to what extent are they 
implementing them?
OBJ2RQ3. To what extent are teachers aware o f  teacher induction policies, 
and to what extent do they perceive the policies or procedures 
are being implemented?
OB J2RQ4. What are the discrepancies between teachers and principals
regarding the implementation o f the teacher induction policy?
47
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Objective 3: Determine if teachers’ perceptions of teacher induction affect 
retention.
OBJ3RQ5. What is the relationship between teachers’ perception o f the 
implementation o f the teacher induction policies and their 
employment plans for the following school year?
Objective 4: Determine if teacher induction practices are useful to beginning 
and/or new teachers.
OBJ4RQ6. To what extent do the teachers believe the teacher induction 
policies are useful?
Evaluation Procedures 
Descriptive research will be used to describe particular characteristics o f the 
teacher induction programs in the school district. The specific research questions are 
related to the items on the following instruments: the Singleton Support Interview 
Instrument (SSII)-l, for the Central Office Staff; the Singleton Support Interview 
Instrument (SSII)-2, for the selected principals; the Singleton Support Interview 
Instrument (SSII)-3, for the Superintendent; the Singleton Support Survey (SSS)-l, 
for Central Office Staff; SSS-2, for School Principals, and SSS-3, for New/Beginning 
teachers with specific questions identified that relate to each research question. The 
research questions will be studied as follows:
OBJ1RQ1. What written policies and/or procedures exist regarding 
teacher induction?
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Sample/Participants: The district contact person for the state
assessment program and other central office 
personnel who are involved with 
new/beginning teachers.
Measures: 1. Survey the participants with respect to the
following:
► Current policies, practices, or procedures
► A formal induction program (SSS-1, #2)
► The term the induction program has existed 
(SSS-1, #4)
► Why the induction program began (SSS-1, #4)
► Mandatory participation in the program (SSS-1, #5) 
2. Review available documents
What is written with respect to current policies, 
practices, or procedures; a formal induction 
program; the existence o f an induction program and 
why it began; and the participation required? 
OBJ2RQ2. To what extent are principals aware of the teacher induction 
policies and/or procedures, and to what extent are they 
implementing them?
Sample/Participants: All school principals in the school district.











SAS (Statistical Analysis Software) to determine 
frequencies, means, and standard deviation of 
particular survey items
Survey participants with respect to the following: 
Current policies, practices, or procedures (district 
and/or school)
A formal induction program (SSS-2, #2)
The term the induction program has existed at the 
school (SSS-2, #4)
Why the induction program began at the school 
(SSS-2, #4)
School assistance and/or support provided to the 
new/beginning teacher (SSS-2, # 1)
The assignment o f a buddy teacher (mentor) for 
new/beginning teachers (SSS-2, #3)
School provision o f a New Teacher Orientation 
(SSS-2, #7)
The activities included in the teacher induction 
program at the school (SSS-2, #9)
Mandatory participation in the program (SSS-2, #5)
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► The activities included in the teacher induction 
program (SSS-2, #9)
► The areas o f support provided for the 
new/beginning teachers (SSS-2, #11)
► The perceived strengths o f the teacher induction 
program (SSS-2, #12)
► The perceived areas that need improvement (SSS-2, 
#13)
OBJ2RQ3. To what extent are teachers aware of teacher induction 
policies, and to what extent do they perceive the policies 
or procedures are being implemented?
Sample/Participants: All new/beginning teachers in the school
district.
Measures: 1. SAS (Statistical Analysis Software) to determine
frequencies, means, and standard deviation o f 
particular survey items
2. Survey participants with respect to the following:
► The existence o f a formal induction program, a 
district and/or school orientation session, and the 
areas addressed (SSS-3, # 2)
► The activities included in the teacher induction 
program (SSS-3, # 5)
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► Assistance and/or support provided by the school 
and/or school district (SSS-3, #1)
► Who provided the most assistance to the 
new/beginning teachers? (SSS-3, #3)
► The assignment o f a mentor (SSS-3, #4)
► The specific activities included in the teacher 
induction program and mandatory participation in 
the program (SSS-3, #5)
► The specific areas o f support provided for the 
new/beginning teacher (SSS-3, #6)
OBJ2RQ4. What are the discrepancies between teachers and principals 
regarding the implementation of the teacher induction policy?
Sample/Participants: All new/beginning teachers and principals in
the district.
Measures: SAS (Statistical Analysis Software)
Compare the differences in their responses on the survey
items for OBJ1RQ2 and OBJ1RQ3.
OBJ3RQ5. What is the relationship between teachers’ perception of the 
implementation of the teacher induction policies and their 
employment plans for the following school year?
Sample/Participants: All new/beginning teachers in the school
district.
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Measures: 1. Survey participants with respect to the following:
► The perceived strengths of the school and/or district 
teacher induction program and the perceived areas 
that need improvement in the school and/or district 
teacher induction program (SSS-3, #7)
► Desired staff development (SSS-3, #8)
► Greatest need and how the district or school 
attempted to meet that need (SSS-3, #9)
► Plans for the next school year (SSS-3, #10) 
OBJ4RQ6. To what extent do the teachers believe the teacher induction
policies are useful?
Sample/Participants: All new/beginning teachers in the school
district.
Measures: 1. SAS (Statistical Analysis Software)
Using their responses to SSS-3, #6
Program Evaluation 
An evaluation of a program or project must follow a sequence o f steps and 
procedures to provide information for informed decision making pertaining to the 
program under study. The following steps have been used to evaluate many programs:
(a) identify the purpose of the evaluation and the critical decisions to be made, along with 
the questions to be answered before making the decisions, (b) identify the types o f
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information needed to answer the questions and the potential sources and methods for 
obtaining the information, (c) design or develop appropriate instruments and procedures 
for collecting, analyzing, and reporting the information, (d) collect, analyze, and 
summarize the information, (e) report the information to the program decision makers,
(f) make some decisions, and (g) implement those decisions. Program evaluation requires 
a planned structure by which it can be implemented and controlled (Huling-Austin,
1989).
Despite the recent focus on teacher induction programs for beginning teachers, 
much is still desired in terms of the development, operation, and assessment o f such 
programs at the local level. Various studies have addressed the roles of the overall effect 
of teacher induction; however, many questions remain, particularly the implications and 
benefits that can result from induction programs. Though new teachers arrive at the 
schools adequately prepared to teach, they need ongoing assistance, just as all teachers 
need help to continually grow and develop.
To establish the framework for evaluating local teacher induction programs, the 
researcher used The Program Evaluation Standards (1994) by the Joint Committee on 
Standards for Educational Evaluation. These standards are organized around four 
attributes of evaluation: utility, feasibility, propriety, and accuracy.
Utility standards are intended to guide evaluations to be informative, timely, and 
influential. Overall, these standards are concerned with whether the evaluation serves the 
practical information needs o f the given audience (The Program Evaluation Standards, 
1994). The Superintendent o f the school district in northeast Louisiana, the Central
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Office Staff, the principals, and the teachers who were assessed in the Louisiana Teacher 
Assistance and Assessment Program for the 1998-99 school year were contacted and 
asked to participate in this study.
Feasibility standards acknowledge that evaluations are generally conducted in a 
natural setting, as opposed to a lab setting, and valuable resources are consumed (The 
Program Evaluation Standards, 1994). The evaluation design was operable in a field 
setting and did not consume more resources, materials, personnel, or time than would 
ordinarily be necessary to address the evaluation questions. The school district consists 
of 31 schools: 21 elementary, 5 junior high, and 5 high schools.
Propriety Standards intend to protect the rights o f individuals affected by the 
evaluation. They promote sensitivity to and warn against unlawful, unscrupulous, 
unethical, and inept actions by those conducting the evaluation (The Program Evaluation 
Standards, 1994). I was familiar with the laws concerning privacy, freedom of 
information, and the protection of human participants; therefore, I was committed to 
respect the rights o f others. This evaluation was conducted legally, ethically, and with 
regard for the welfare o f  the participants involved in the evaluation, along with those who 
may have been affected by the results.
Accuracy standards determine whether an evaluation has produced sound 
information. The evaluation must be comprehensive in that the researcher will consider 
as many identifiable features o f the program as practical, and the data gathered will be on 
those particular features judged important to determine the worth and/or merit o f the 
program (The Program Evaluation Standards, 1994). In addition to being grounded in the
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Joint Committee standards, this study was also grounded in well established concepts 
from pertinent literature on teacher induction.
In defining the evaluation problem, program documentation is essential. Teacher 
induction must be described and documented clearly and accurately to identify the 
programs, including both the way they are intended to be and the way they are actually 
implemented. From the literature, the major facets or elements of teacher induction 
include the following: mentoring, collaboration between the university and the school 
district, a reduced workload, and a beginning of the year new teacher orientation with 
professional development activities scheduled throughout the first year that are designed 
to meet the needs of new/beginning teachers.
Identification was made of the stakeholders (who are those persons involved in 
or affected by the evaluation) so that their needs could be addressed. Typical 
stakeholders include those persons and/or groups whose work is being studied, those who 
will be affected by the results, community organizations, and the general public. 
Stakeholder identification helps one to avoid the evaluation becoming a misguided 
academic exercise where the results are ignored, criticized, or resisted due to the fact that 
no one’s particular questions were addressed. An evaluation that has identified the 
stakeholders is more likely to receive positive responses. For purposes of this study, the 
following stakeholders have been identified: beginning teachers, teacher transfers, 
preservice teachers, experienced teachers, central office administrators involved with 
beginning teachers and staff development, school administrators, university personnel 
who are involved with teacher education, school boards, students, the Louisiana
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Department of Education, and the Board of Elementary and Secondary Education 
(BESE).
A program evaluation was used to assess the teacher induction programs in the 
school district. The researcher contacted the Superintendent by phone to schedule an 
appointment to get permission to conduct this study in the school district. This procedure 
is considered a precontact by Gall, Borg, and Gall (1996). They noted that a precontact 
“involves the researchers identifying themselves, discussing the purpose of the study, and 
requesting cooperation. . .  telephone contacts are the most effective” (p. 299). A follow- 
up letter was preprinted acknowledging that the Superintendent’s permission was granted. 
The Central Office staff person who serves as a contact person for the Louisiana 
Assistance and Assessment Program and the principals within the district were contacted 
and asked to participate in the study. The contact person and the principals in the district 
were surveyed via formal questionnaire to determine the assistance that was provided to 
the beginning teachers by the school district. The new teachers who were assessed in the 
Louisiana Assistance and Assessment Program for the 1998-99 school year in the school 
district were notified and asked to participate in this study. They also received a survey 
pertaining to the assistance that was provided by the district and the influence that 
assistance has had on their job performance. The researcher determined common 
characteristics of the teacher induction programs and the perceived needs o f beginning 
teachers.
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Sample/Participants
The population consisted o f all the new/beginning teachers who were assessed by 
the Louisiana Assistance and Assessment Program for the 1998-99 school year in the 
school district, their principals, and central office staff who are involved with the 
activities o f the new/beginning teachers.
Instrumentation
To assess the teacher induction programs in the school district, the following 
instruments were developed: the Singleton Support Interview Instrument (SSII)-l, for 
the Central Office Staff; the Singleton Support Interview Instrument (SSII)-2, for the 
selected principals, the Singleton Support Interview Instrument (SSII)-3, for the
Superintendent, the Singleton Support Survey(SSS)-l, for the Central Office Staff, 
the SSS-2, for the principals or the appropriate school site administrator, and the SSS-3, 
for the new/beginning teachers.
There was no single instrument available that specifically addressed the objectives 
and research questions as outlined in this study; however, several instruments addressed 
particular aspects o f this study. Their contributions from the literature that assisted in 
developing the instruments that were utilized in this study are noted below:
I . Beckstrom, McKay, and Mishler (1995) outlined a model of interprofessional 
assistance and mentoring used to orient new staff members in a special education 
program; their paper included a personal growth portfolio checklist for three induction 
phases. Phases I, II, and III o f the checklist were used to a) determine the specific areas to 
list on the survey and interview instruments designed for this study, b) determine the
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focus o f the orientation, and c) determine specific activities that should be included in an 
effective new teacher induction program. Such activities included: touring the school or 
district, class schedules, discipline, corporal punishment, curriculum design, staff 
meetings, student relations, dress issues, selecting a primary mentor, cooperative learning, 
evaluation procedures, peer coaching, and teaching techniques.
2. Chamock and Kiley (1995) studied the concerns and preferred assistance 
strategies o f beginning, middle, and high school teachers. The checklist and surveys were 
used to assist in determining the types o f areas and/or activities to list on the three 
instruments used in this study. Their questionnaire helped provide a list of specific areas 
on the survey instruments designed for this study that were recommended for further staff 
development or further assistance (i.e., record keeping, lesson/unit planning, curriculum 
materials/knowledge, and classroom control, management, or discipline).
3. Zimpher (1986) identified several objectives for the development o f an 
induction project. The needs assessment instrument assisted in listing specific activities 
(i.e., lesson plans, knowledge of instructional resources and class materials, student 
motivation, classroom discipline, individual differences, guidance and support, 
relationship with colleagues, teaching load, parent communications, communicating with 
the administrators, transitions in lessons, community involvement, and assessing 
students’ work) that were included on the instruments used in this study. Section II o f the 
needs assessment addressed their greatest need; that was also used on the survey 
instruments developed for this study. Section III o f their needs assessment identified 
specific demographic data that was sought in this study.
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4. Spuhler and Zetler (1994 & 1995) studied the effectiveness o f mentoring new 
teachers, and their survey instruments were used to help design the format for the 
instruments used in this study. Their Concerns Model Questionnaire included such items 
as “whether or not to remain in teaching,” “diagnosing student learning,” “time 
management,” “heavy teaching load,” “conflict management,” “rewards,” and “providing 
release time.” These particular activities were used in listing the areas o f support, along 
with the activities provided for new teachers, on the survey instruments used in this study.
5. The Queensland Board o f Teacher Registration (1991, Australia) studied the 
role o f induction in the professional development of beginning teachers. Their 
questionnaire on the induction o f provisionally registered teachers and the questionnaire 
that addressed principals on the induction of provisionally registered teachers in their 
schools also helped with the design o f the format for the instruments that were used in 
this study. They instructed the new teachers to, “Indicate to what extent the following 
people, activities, and resources, were helpful to you in your first month o f teaching.”
That statement was revised and used in this study. They used a 6-point scale rating from 
“very great help” to “help not available/did not occur.” For purposes o f this study, a 3- 
point scale was used: very helpful, helpful, and not helpful. They listed similar activities 
as noted above, and the following activities were used in this study: professional 
association meetings, feedback from observations and evaluations, visiting other schools, 
working on committees, and involvement in extra-curricular activities. They also asked 
the strengths and weaknesses o f  the school’s induction program which were also used in 
this study.
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6. Weisbender (1989) studied the retention rates of mentors, mentees, and other 
teachers. He reported the program effectiveness and the extent to which the goals o f the 
program were attained. His questionnaire on mentor teacher activities was used to help 
design the open-ended questions on the survey instruments that were used in this study. 
The letter to the respondents mentioned the use of the school mail for disseminating the 
questionnaires; that technique was used in this study.
7. Barger (1986) surveyed the state departments of education for the initial year 
o f teaching in Illinois. His questionnaire was helpful in designing the open-ended 
questions used on the survey instruments in this study. Barger’s questionnaire asked 
whether states had a program that provided assistance and support, and if “Yes,” he also 
asked when the progam was established. These types of questions were used in this 
study. He also asked if the program were required by legislation or regulations. That 
concept was used in this study to determine if the activities in the participants’ teacher 
induction practices were mandatory or voluntary. This survey also addressed the major 
emphasis of the teacher induction program, as to whether or not it was assessment, 
remediation, or support; that was borrowed as well. Stress management was listed as one 
o f the topics that may have been used in their teacher induction programs; stress 
management was listed on the survey instrument used in this study. Barger also asked if 
special training were provided; that concept was also used in this study.
8. Hall (1996) used a questionnaire to study staff induction and the initial training 
available to new teachers of academic staff in Scottish higher education institutions. His 
questions dealt with the strengths and weaknesses of the staff training that the new
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teachers received whether the training was mandatory or voluntary. He concluded by 
asking if new teachers were to seek further staff development or training, which topics 
would they have rated highly desirable. These concepts were used to develop the 
instruments used in this study.
The instruments were used to determine the characteristics o f teacher induction 
programs in the school district, based on what actually takes place in classrooms, to 
determine the relationship between teacher induction and retention, and to determine if 
teacher induction practices are useful to new/beginning teachers. There were four 
sections to the surveys, (a) a demographic section to gather specific data about the 
participants to determine any common characteristics, (b) questions designed to 
determine the common characteristics of the district’s and/or the schools’ new teacher 
induction programs, (c) a section designed to determine the activities that were involved 
in the induction process, and (d) a section to determine the perceived needs o f beginning 
teachers.
Several sections on the instruments were in the format o f a Likert Scale. The 
Likert Scale is one o f the most useful question forms, according to Anderson (1990). A 
question is not asked, but rather a statement is made. The respondent is asked to indicate 
whether the statement reflects his/her views, and the response is recorded on a three, five, 
or seven point scale. For purposes o f this study, a 3-point scale was used.
The SSII-1 was designed to gather data from the Central Office Staff that 
pertained to written policies that exist in the school district. The questions concerned 
specific activities or programs that exist beyond that o f the state-mandated mentoring
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program. The Central Office Staff members were also asked to name particular schools 
that were considered “most effective” and “least effective.” During the interview, the 
question was asked whether the district’s mailing system could be used to disseminate the 
surveys, and the response was favorable. The SSII-2 was designed to gather data from 
particular school principals who were identified by the Central Office Staff as either 
being “most effective” or “least effective.” The SSII-2 contained the following topics:
(a) the assistance provided in schools beyond the state-mandated mentoring program,
(b) written policies and/or activities that provide assistance for new/beginning teachers,
(c) length o f time the program has existed and the reason for its existence, (d) the 
existence of an on site teacher orientation program and/or a handbook, (e) collaboration 
between the university and the school district, (f) a reduced workload, and (g) any of the 
items that were not clear on the survey instrument that needed to be addressed in the 
interview. The SSII-3 was designed to gather data from the superintendent to determine 
district expectations. Each research question was asked of the superintendent to 
determine (a) the policies that existed in the district regarding teacher induction, (b) the 
extent the principals were aware o f the induction policies and to what extent they were 
implementing the policies, (c) the extent to which teachers were aware o f the induction 
policies and to what extent did they perceive the policies were being implemented, (d) the 
discrepancies between the teachers and the principals regarding the implementation o f the 
teacher induction policy, (e) the relationship between teachers’ perceptions o f the 
implementation of the policies and their employment plans for the following school year, 
and (f) to what extent did the teachers think the teacher induction policies were useful.
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The SSS-1 had a brief demographic section requesting information about the 
position(s) of the state contact person or central office staff involved with beginning 
teachers, their years in that position, their gender, and their race. Specific questions were 
asked about the district’s teacher induction program with “Yes” or “No” responses, with 
“Please explain” noted on those with “Yes" responses. The major focus o f teacher 
induction was addressed along with the following: new teacher orientation activities, the 
person who provided the most assistance, the specific activities that were included in their 
teacher induction program and whether those activities were mandatory or voluntary, the 
specific areas o f support that were provided for the beginning teachers, the strengths of 
the program, the area(s) that needed improvement, and recommendation for further 
support and assistance. The SSS-2 requested similar information; however, it addressed 
each question as it pertained to the school site, rather than the district. The SSS-3 
included a demographic section that requested the following information of 
new/beginning teachers: school, grade, subject, location o f the college or university 
where they received initial teacher certification, highest degree, areas o f certification, 
race, gender, and age. The beginning teachers were also asked about the assistance that 
was provided for them; whether an orientation session was provided and if it was, the 
areas that were covered in the sessions; who provided them with the most assistance; 
whether they were assigned a mentor; specific activities that were included in their 
induction program and whether those activities were mandatory or voluntary; the areas o f 
support provided; the strengths o f the district’s and/or school’s induction program; the
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area(s) that need improvement; the areas where new teachers would seek further 
assistance; and their greatest need during the school year.
Reliability and Validity 
There are two concepts that are critically important, according to Slavin (1992), in 
understanding issues of measurement in social science research: reliability and validity. 
Anderson (1990) defined reliability as the consistency in measurement. Slavin noted that 
in the case of questionnaires, the goal is to create measures that will consistently show 
differences between individuals who are really different and show the sameness for those 
individuals who are the same or similar.
Validity refers to, according to Slavin (1992), the degree to which a measure 
actually measures the concept it is supposed to measure. A measure can be reliable, but 
this does not necessarily mean that it measures what it is supposed to measure. Slavin 
declared that at a minimum, the scale items should have face validity, that is, the items 
should look as if they measure what they are supposed to measure.
The most common limitations refer to evaluations not generally grounded in 
reliable and valid data, thus their validity is often suspect. The researcher has an 
obligation to present data on which the conclusions are based; those who disagree with the 
conclusions will have all the data, and their argument can focus on the interpretation o f that 
data. The true test o f the validity o f an evaluation, according to Anderson (1990), is its 
application and effects on the program being evaluated. A good evaluation addresses its 
objectives and leads to positive changes in the program being studied.
To validate the findings, one may draw on corroborative evidence, using the 
process o f triangulation. Triangulation utilizes multiple data-collection methods, data
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sources, analysts, or theories to check the validity o f the findings. Triangulation helps to 
eliminate any biases that may result from relying solely on any one data-collection method, 
source, analyst, or theory. The data sources for this study were interviews and surveys that 
were disseminated to the participants. According to Anderson (1990) the safeguard on 
validity is to obtain confirmation from as many sources as possible. With triangulation, 
various sources o f data point in the same direction relative to a given conclusion. This 
researcher was sensitive to personal and ethical issues involved in evaluation research.
By interviewing the Central Office Staff and the principals (or the curriculum/program 
coordinators at the school sites), the validity was checked when the new teachers were 
surveyed on the same items concerning the teacher induction components.
A pilot study was conducted with a small sample of first year teachers (n=30) who 
were assessed with the state assessment program during the 1998 - 99 school year, 
principals (n=7: from 4 elementary schools, 2 junior high schools, and 1 high school), and 
Central Office Staff (n=2) in a nearby school district. After the pilot study, two of the 
questions were reworded to bring clarity to them, keeping the content in tact. Two 
statements were added to the directions pertaining to there being no right or wrong answers 
to the questions and that everyone was entitled to his/her opinion. These statements were 
added to encourage the participant to respond as candidly as possible.
A validity panel o f  experts, which included a district supervisor, a school program 
coordinator, and a university staff person who was responsible for professional 
development in Region V m , validated the content and face validity o f  the survey 
instruments. They made several recommendations that dealt strictly with style o f writing,
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not content. For the most part, they perceived the instruments to be thorough as well as 
being designed to solicit the specified information from the participants.
Data Collection
Generally, evaluations include numerous sources of data, and people are the most 
important sources, particularly those who are most knowledgeable and involved in the 
program. Documents that describe the program are other sources of data. In this study, the 
most significant and politically important respondents (those more intimately involved with 
new teacher induction) were interviewed (i.e., the principals and the Central Office Staff). 
More data were collected with the survey instruments. Well planned interviews provided 
a means of building trust and confidence in the process, particularly with those who were 
called upon to implement the recommendations (Anderson, 1990).
From the literature, surveys have used questionnaires or interviews to collect data 
from participants in samples concerning characteristics, experiences, and opinions to 
generalize the findings to a population that the sample is intended to represent. For 
purposes o f this study, survey instruments were used to ask the same questions o f the 
teacher participants about their personal and professional characteristics, their 
experiences, and their perceptions to generalize the findings to a population that the sample 
was intended to represent. Gall, Borg, and Gall (1996) confirmed that “questionnaires and 
interviews are forms of measurement, and, as such, they must meet the same standards o f 
validity and reliability as apply to standardized tests and other measures used in research” 
(p. 290).
A carefully designed cover letter was attached to each survey instrument to explain 
the study and the process to the participants and to influence the return rate. Specific labels
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were assigned to each questionnaire to determine the nonrespondents so that they could be 
contacted by telephone. Confidentiality was honored throughout the study.
Data Analysis
Data analysis is the process of establishing order, structure, and meaning to the bulk 
o f data that has been collected. In qualitative data analysis, general statements 
are made about the relationships among categories o f data to build grounded theory. The 
researcher used the review o f literature to identify the variables that served to code the 
data. As theory emerges from analysis, negative situations will lead to new data collecting 
and analysis that serves to strengthen the theory. According to Marshall and Rossman 
(1989) “Theory solidifies as major modifications occur less often and concepts fall into 
established categories . . . ,  analysis will be complete when the critical variables are 
defined, the relationships among them are established, and they are integrated into 
grounded theory” (p. 114).
Generally, analytic procedures fall into the following modes: organizing the data 
that was collected; generating specific categories, themes, and patterns; searching for 
alternative explanations o f the data; and writing the report. In each o f these phases, data 
analysis involves data reduction and interpretation o f that data as the researcher brings 
certain meaning and/or insight to the data collected. One must identify prominent themes, 
repeating ideas, and patterns o f belief that link people and settings together. Category 
generation involves noting regularities, and as these categories of meaning emerge, the 
researcher must search for those that are internally consistent but distinctive. Logical 
analysis is also used to generate new insights or typologies to further explore the data
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which generate logical discrepancies in the data. Then the data must be evaluated for 
information adequacy, credibility, usefulness, and centrality.
The survey instruments, the interview instruments, and the documents available on 
teacher induction were analyzed, question by question, to yield frequencies, means, 
standard deviations, and percentages. The data were gathered and sorted according to the 
responses on the survey and interview instruments. The quantitative information was 
placed in tables according to topic, and the qualitative data were grouped and categorized 
according to the trends or patterns that were set during the process o f analyzing the data.
Gall, Borg, and Gall (1996) described the descriptive research method as a “type 
of quantitative research that involves making careful descriptions of educational 
phenomena” (p. 374). Descriptive research is defined in quantitative research as “a type 
of investigation that measures the characteristics o f a sample or population on prespecified 
variables. In qualitative research, descriptive research is a type o f investigation that 
involves providing a detailed portrayal on one or more cases” (p. 757).
Definition o f Terms
For purposes o f this study, the following definitions were used:
1. Beginning teacher ~  a teacher who has not taught before or one who has not 
been paid previously for a full-time teaching position; a novice, one who has recently 
completed an internship, student teaching, or some type o f training to become a teacher.
2. Evaluation — systematic investigation o f the worth or merit of an object (e.g., a 
program, project, or instructional material).
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3. Induction -- a systematic effort to assist new teachers in performing their first 
work experiences of prospective career teachers. Induction is considered a transitional 
period in teacher education between preservice preparation and continuing professional 
development during which assistance may be provided and/or assessment may be applied 
to beginning teachers. Induction is an ongoing attention and support that provides services 
to help meet the needs o f beginning teachers.
4. Mentor — an older, more experienced teacher who assists younger teachers or 
those who have less experience as they face the challenges of becoming career teachers. 
Also referred to as a support teacher, pilot teacher, buddy teacher, helping teacher, coach, 
advisor, etc.
5. Mentoring -  the process o f assisting and advising beginning teachers.
6. New teacher — a teacher who has previous teaching experience or who has 
been paid for full-time teaching experience who is new to a particular school district.
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CHAPTER 4 
RESEARCH FINDINGS AND DISCUSSION 
Research Findings
The research design for this study centered around three objectives: 1) to identify 
the characteristics of teacher induction programs in a school district in northeast 
Louisiana, based on what actually takes place in classrooms and based on pertinent 
literature on teacher induction, 2) to determine if teachers’ perceptions of teacher 
induction affect retention, and 3) to determine if teacher induction practices are useful to 
new/beginning teachers. Several characteristics were identified throughout the literature 
as essential components o f an effective teacher induction program. For purposes o f this 
study, the following components served as variables or elements o f an effective teacher 
induction program: mentoring, collaboration between the school district and the 
university, a reduced workload, and a beginning of the year new teacher orientation with 
professional development activities scheduled throughout the first year which are 
designed to meet the needs o f new/beginning teachers.
The quantitative data from the surveys were analyzed by the SAS computerized 
program to yield frequencies, percentages, means, and standard deviations of respondents 
who checked each response category on particular closed-ended questions. When 
analyzing the open-ended questions, categories were established to determine themes and 
topics. In the process o f analyzing the data and as major themes emerged, I observed 
particular patterns or trends that were established while grouping the data into specific 
categories. These are reported in the tables presented throughout this chapter.
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The questions on the survey and interview instruments were designed to identify 
specific components o f teacher induction. For example, some items identified the 
persons responsible for providing the most assistance for new/beginning teachers and the 
activities that were included in their induction programs. Those items were labeled as 
“help” items. The areas o f support that were provided for the new/beginning teachers 
were labeled “support,” and the new/beginning teachers’ employment options for the next 
school year, were labeled “plans.” Other themes emerged during the analysis o f the 
qualitative data; those themes are denoted in the specific tables as labeled.
This chapter is divided into four sections: a) the demographics o f the participants, 
b) the responses o f the Central Office Staff, c) the responses o f the Principals, and d) the 
responses from New/Beginning teachers. A discussion of all responses concludes this 
chapter.
The Demographics o f the Participants
The participants included all the new/beginning teachers (n=63) who were 
assessed by the Louisiana Assistance and Assessment Program for the 1998-99 school 
year in the school district under study. The return rate with the new/beginning teachers 
was 56%. Two Central Office Staff members whose job responsibilities involved 
working closely with new/beginning teachers were asked to participate, and all the 
principals (n=26) in the school district. The return rate for the principals was 69%. As 
noted in Table 4.1, one staff person is an African-American female and the other, a White 
male. The majority o f the principals in the school district are White; the male and female
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
73
ratio is about half and half. Sixty-six percent of the teachers are White, and over 80% of 
the teachers are female.
Table 4.1







Central Office Staff (n=2) I 1 1 1
Principals (n= 18) I 17 10 8
Teachers (n=35) 12 23 4a 29a
Note. Two of the new/beginning teachers did not report their gender.
The data in Table 4.2 show the seniority of the participants by denoting their years 
o f experience. One Central Office Staff person has fewer than 3 years of service in that 
position, and the other staff person has more than 10 years o f service. A little less than 
half of the principals who participated in this study had fewer than seven years of 
experience, while over 50% o f them had more than seven years o f  experience, with 20% 
showing more than 13 years o f experience. Three-fourths o f the new/beginning teachers 
were in their first year of teaching, while others were probably new to this particular 
school district, noting four or more years of experience. One teacher noted that she had 
taught 29 years in another state and did not consider herself a new teacher; however, she
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was new to this state and was required to go through the new teacher assessment 
program.
Sixty percent of the new/beginning teachers were less than 30 years o f age, and 
25% of them were over 40, possibly non-traditional students who returned to college at a 
later date. This percentage may include those who changed careers midstream and later 
in life decided to teach. (See Table 4.3)
Table 4.2
Frequency o f the Years in Current Position
Position 0-3 4-6 7-9 10-12 13-15 16-18 19+
Central Office Staff (n=2) 1 1
Principals (n=18) 5 3 3 3 1 2 1
Teachers (n=35) 26 3 3 3
Table 4.3














Note. One of the new/beginning teachers did not report his/her age.
There are three universities within a 30-mile radius in northeast Louisiana. The 
data in Table 4.4 reveal that 75% o f the new/beginning teachers graduated from the three 
area universities: Northeast Louisiana University, Louisiana Tech University, and 
Grambling State University. Twenty-five percent of the new/beginning teachers 
graduated from other universities, with most of them noting that they were “out o f state” 
graduates.
Table 4.5 shows the highest degree attained by new/beginning teachers; two-thirds 
have a bachelor’s degree. The percent of those who have master’s or above could lead 
one to believe that several new/beginning teachers are non-traditional students or those 
who changed careers and went back for certification purposes receiving master’s degrees.
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Table 4.4
Frequency of the Educational Background of the New/Beginning Teachers
University Attended Frequency
Northeast Louisiana University (NLU) 21
Louisiana Tech University (Tech) 2
Grambling State University (GSU)
Other 9
Table 4.5





Table 4.6 shows that over 50% of the new/beginning teachers surveyed in this 
study were certified in elementary education. This reflects the fact that there are nearly
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three times as many elementary schools as there are junior high or high schools. Fourteen 
percent o f the new/beginning teachers were not certified in any particular subject area. 
These are possibly those teachers who made a career change midstream and are working 
toward alternative certification, either as a 665 teacher or those who are placed on 
temporary teaching assignments. A 665 teacher is one who has at least a bachelor’s 
degree but who has not successfully completed the NTE or who has not completed the 
required course work for certification in a specific content area. A temporary teaching 
assignment may be one who has at least a bachelor’s degree, who has successfully 
completed the NTE, but who has not completed the required courses necessary for 
certification. The differential here would be the rate of pay.
Table 4.6














Note. 2% of the new/beginning teachers did not report their area o f certification. 
Responses from the Central Office Staff
The Singleton Support Survey-1 and the Singleton Support Interview Instrument- 
1 were designed to collect data from the Central Office Staff pertaining to the teacher 
induction practices in the school district. When asked, ‘'Does your school district provide 
assistance and/or support to new/beginning teachers during their initial year o f teaching?” 
both Central Office Staff participants reported, “Yes.” When asked, “If yes, please 
describe,” the respondents reported the following: (a) attendance at the new teacher 
orientation was mandatory, (b) the principals were to assign the mentors, and (c) there 
was no structured teacher induction program in place beyond the orientation.
New teacher induction program.
There was some discrepancy in the responses when asked if a formal teacher 
induction program existed during the 1998-99 school year that went beyond the 
requirements of the state department as it relates to mentoring. One Central Office Staff 
person reported, “Yes,” and the other one said, “No.” The one who reported, “Yes,”
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described the program, not in terms of policy, but as practice. She further stated that the 
district provided a district-wide new teacher orientation session, and all the new teachers 
were required to attend. If they did not attend, new teachers had to make it up by 
attending a one-on-one conference with one of the administrators to review what was 
missed. The Central Office Staff person also noted numerous workshops that were 
offered for new/beginning teachers: Computer/Technology (6 hours, mandatory), test 
taking skills (mandatory), cooperative learning, and classroom management. If the new 
teachers did not attend, they had to reschedule a time to attend or substitute another 
workshop similar in design to the one missed.
When asked how long has the district’s teacher induction program existed, the 
answers differed. One staff person reported, “Forever;” however, the other staff person 
mentioned her method of support, with the trainers and special workshops, had only 
existed for two years, that is, since she had been assigned to that position. Their teacher 
induction program began as a “common sense” issue as reported by one of the staff 
persons who stated, “With new people you have to inform them of the rules and 
regulations o f the new setting they are coming into.” The other Central Office Staff 
person referred to the new accountability system that has forced the district to mandate 
and document new/beginning teachers’ attendance at workshops or training sessions.
Four items were placed on the survey instruments to determine the major focus of 
the teacher induction program: assessment, remediation, support, or other (and they were 
asked to specify what “other” meant). All items were noted by the staff persons: the first 
three by one and the last one by the other, specifying that “other” meant an overview of
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the school system as the major focus o f the teacher induction program and workshops as 
needed (e.g., teaching strategies, individual differences, work samples, etc).
Both staff persons stated that a new teacher orientation program was provided for 
new/beginning teachers. This was listed under the area o f responsibility for one o f  the 
staff persons surveyed and interviewed. A list o f the topics that were covered during the 
orientation session are listed in Table 4.7. The Central Office Staff persons were also 
asked to, in their opinion, select from a given pool those persons who provided the most 
assistance to the new/beginning teachers. They were also asked to rate their assistance as 
being '‘very helpful,” which was rated a “3,” “helpful,” which was rated a “2,” or “not 
helpful,” rated a “ 1.”
When asked to identify the “most effective” schools for purposes o f interviewing 
the principals regarding their teacher induction programs, both Central Office Staff 
persons reported the same high school, different junior high schools, and different 
elementary schools. For the “least effective” schools, the same elementary school was 
selected, the same junior high schools were selected, and different high schools were 
selected.
Mentoring.
Both Central Office Staff persons reported that mentors were assigned to their 
new/beginning teachers. The principals assigned them. Stipends were not provided for 
the mentors, except for those who serve as mentors for the state assessment program. 
These mentors were compensated by the state department. The Central Office Staff 
disagreed on whether or not release time was provided for the mentor. In one instance,
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the Central Office Staff person confidently reported, “No.” The other staff person 
reported, “Yes, sometimes. Our principals have problems with releasing the teachers for 
specific activities. But they quickly get over it and release the teacher.”
Another area that was not agreed upon was whether or not special training was 
provided for those who work with the new/beginning teachers. One staff person noted 
that she trained three mentors for the district (i.e., 1 elementary teacher, 1 high school 
teacher, and 1 support person, meaning librarian or counselor) who assisted in the 
mentoring program as needed throughout the district. She added that these teachers are 
typically those who serve as a supervisor of student teachers. Training sessions were also 
provided for the mentors by the state. This was a much more rigorous process than the 
training provided by the local school district. In some instances, the Central Office Staff 
was aware of some individual schools providing training sessions, while they knew of 
others that did not.
Support.
The most common sources of support provided new/beginning teachers are 
reported in Table 4.8. Both Central Office Staff members selected “other classroom 
teachers” as those who had provided the most assistance to the new/beginning teachers. 
They rated “other classroom teachers” a “3,” “district administrators” and “other 
new/beginning teachers” a “2,” and “college/university supervisors,” a “1”. Other 
important ratings are noted in Table 4.8, but there was some discrepancy in the Central 
Office Staff persons’ responses.
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The activities that were included in the teacher induction program throughout the 
school year are noted in Table 4.9 The activities were rated a “3,” if, the central office 
staff believed they were “very helpful,” a “2” if they were rated “helpful,” and a “ 1” if, 
“not helpful.” The means and standard deviations are also noted for each activity.
Table 4.7
Topics for New Teacher Orientation (Central Office Staff!
Topics Frequency
Welcome to the district/District policies 2
Meeting the district administrators 2
Meeting the Central Office Staff and/ 1
or School Board Members 
Meeting community partners 





Access to audio/visual materials 2
Access to the use o f technology in the classroom 
Other (Please specify.)
► Business/Insurance














► Media Center Services
► Testing
► Curriculum
► 504 Policy Procedure
Table 4.8
Who Provided the Most Assistance for New/Beginning Teachers (Central Office Staff)
Source of Assistance Response Freq. Mean Stand. Deviation
Principal VH I 2.00 1.41
H 0
NH 1
Other School Administrators VH 0 1.50 0.71
H 1
NH 1
Buddy Teacher/Mentor VH 1 2.50 0.71
H 1
NH 0
Team Teaching Partners VH 1 2.00 1.41
(Grade level/Dept.) H 0
NH 1
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Table 4.8 (cont.)
Source of Assistance Response Freq. Mean Stand. Deviation
Other Classroom Teachers VH 2 3.00 0.00
H 0
NH 0
District Administrators VH 0 2.00 0.00
H 2
NH 0
College/University Supervisors VH 0 1.00 0.00
H 0
NH 2






Note. VH = Very Helpful (3 points); H = Helpful (2 points); & NH = Not Helpful (1 
point).
The activities that appear to be most helpful to the new/beginning teachers, as perceived 
by the Central Office Staff, are noted as follows: mentoring, school support, and 
observations and evaluations, along with feedback from them (See Table 4.9). Those 
activities had a mean of 3.00. District support, staff meetings and workshops, and 
professional association meetings were also very helpful, showing a mean of 2.5. It 
appears that the least amount o f support came from the university, with a mean o f 1.00.
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Table 4.9
Activities Included in the Teacher Induction Program (Central Office Staff)
Activities Mean Standard Deviation Choice*
a. Mentoring 3.0 0.00 V (l)
b. Release time 2.0 1.41 V (l)
c. Orientation 2.0 0.00 M(2)
d. University Support 1.0 0.00 V (l)
e. District Support 2.5 0 .71 V(l)
f. School Support 3.0 0.00 V(l)
g- Staff Meetings 2.5 0.71 M(D
h. Workshops 2.5 0.71 M (l)
i. Professional Assoc. Meetings 2.5 0.71 V (l)
j- Observations/Evaluations 3.0 0.00 M(2)
k. Feedback from Obs. & Evals. 3.0 0.00 M(2)
I. Visiting other schools 2.0 0.00 V(2)
m. Working on Committees 2.0 0.00 V (l)
n. Participation in Prof. Dev. Act. 
(District)
2.0 0.00 V (l)
0. Participation in Prof. Dev. Act. 
(Other)
2.0 0.00 V (l)
P- District orientation 2.0 0.00 M (l)
q- Extra-curricular activities 1.5 0.71 V(2)
r. Self-study M (l)
s. Other. (Please specify.)
Note. a“M” represents those activities that are mandatory, while “V,”represents those 
that are voluntary. The frequencies are shown in parenthesis ().
Strengths of the teacher induction program.
The Central Office Staff described the strengths of the teacher induction program 
as having strong inservices or workshops that were developed for classroom management
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and stress management. The teacher induction program was a support network with 
assistance from a variety of people.
Areas that need improvement.
The areas perceived to need improvement were identified as follows: a need for a 
more structured mentoring program and the need to improve the area o f communications 
with parents.
Recommendations for further assistance.
Table 4.10 displays the areas recommended by the Central Office Staff for further 
staff development or further support/assistance for new/beginning teachers. They 
selected these areas from a list o f items provided on the survey instrument. The 
percentage of staff members who selected particular areas is noted. Two areas were 
identified by both staff persons: communication with parents and student assessment. 
Neither staff person provided additional topics that were desired for further staff 
development.
Table 4.10
Areas Recommended for Further Support or Assistance (Central Office Staff!
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Table 4.10 (cont.)
Areas Where More Staff Development is Desired Frequency
Lesson Plans 1








Communication with Parents 2
Teaching Techniques or Strategies 1
Delivery of Content 1
School Equipment I
Administrator’s support 1
Transitions in Lessons 1
Student Assessment
Community Involvement 1
Teaching Responsibilities/Duties (Record keeping) 1
Diagnosing Student Learning 1
Conflict Management 0
Time Management 0
Other (Please specify.) 0
Greatest needs.
Finally, the Central Office Staff members were asked the greatest needs o f the 
new/beginning teachers, and they reported the following: assistance provided by the 
district and more training at the university level, particularly in the areas of 
discipline/classroom behavior management (that is, how to discipline today’s student, not 
like it was done 20 years ago); individual differences; learning styles; how to make
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transitions in the lessons; and other areas where the new teachers need more exposure. 
When asked how the district met those needs, they responded by rendering administrative 
support and providing inservices.
Retention of new teachers.
Both Central Office Staff persons noted that there were some new/beginning 
teachers who were not returning to the district the following year. Their reasons for not 
returning included: convenience, (i.e., moving “home'’ to live with parents); transferring 
to other areas, possibly due to a spouse’s transfer or to move near parents; and relocating 
to another geographical area, possibly with better pay or better resources.
Responses from the Principals
The Singleton Support Survey-2 was designed to obtain data from the principals 
using the same questions asked of the Central Office Staff. However, the questions asked 
o f the principals were geared more toward their specific school sites, not the school 
district.
New teacher induction program.
There was some discrepancy in the responses o f the principals when asked if there 
were a formal induction program during the 1998-99 school year beyond the required 
state-mandated mentoring program. Half of the principals reported, “Yes,” while the 
other half reported, “No.” Those who chose “Yes,” described their programs as follows: 
new teacher orientation, mentoring, planning in groups to analyze test scores, developing 
instructional strategies, assistance from the Assistant Principal, going over the Faculty 
Handbook, a cadre o f experienced teachers that meets with new teachers for orientation,
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department meetings, getting acquainted meetings, and district inservices. Thirty-three 
percent of those who selected “Yes” had a formal induction program on site, and they 
noted “mentoring” as a means o f their assistance. Twenty-two percent o f the principals 
noted that they provided an on site new teacher orientation program for their 
new/beginning teachers.
Table 4.11 shows the period o f time induction programs have existed in the 
schools. Fifty percent o f the principals reported that their teacher induction programs 
have only existed 0-3 years, while nearly 30% reported that their programs have existed 
from 4-7 years. Five percent o f the principals reported that their teacher induction 
programs have existed for more than 16 years. When asked why their teacher induction 
programs began, the principals reported the following:
► Everyone will start off informed and develop a sense o f ‘teamwork.*
► It is mandated by the state with the new teacher assessment program.
► It is designed to assist new teachers to become the best they can be by 
modeling master teachers.
► Induction gives support to new teachers.
► I realized new teachers needed special assistance.
► [This program was] started by previous administrators.
► It fit my leadership style better than a handbook.
► This explanation should be provided by the state or from the parish level.
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Eighty-nine percent of the principals reported that their new teacher induction 
programs were mandatory, while 11% reported that their programs were not mandatory. 
One principal reported that his program was for everyone, not just new teachers.
Ninety-four percent of the principals reported that they assign a buddy teacher or 
mentor to their new/beginning teachers. They were also asked how this procedure was 
implemented at their individual school sites. The principals responded as follows (with 
frequencies noted):
► Mentors are assigned according to the regulations mandated by the state 
department, either by the principal or department heads. (6)
► Grade level assignments. They work as a team and plan together; they are 
aware o f what to do and how to do things. (5)
► Volunteers. (2)
► Teachers help the new teacher in every category; teachers are paired by 
subject areas where possible; and it varies. Teachers are generally selected 
based on their interest, not always by grade level.
Over 60% of the principals stated that stipends were provided for the mentors, 
which is strictly from the state department as part o f  the assessment program. Two 
principals reported that this was paid for by the parish after training, while others knew 
that the state paid approximately $400 - $450 per year for mentors. The other principals 
reported that there were no local funds allocated for stipends. Several principals reported, 
“The mentor works during her planning time and after school.”
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Release time was also questioned, and 50% of the principals reported that release 
time was provided for new/beginning teachers, while 39% reported that it was not 
provided. Eleven percent o f the principals did not respond to that question. When asked 
to explain, some principals reported that substitutes were provided, while others 
commented that the new teachers and the mentors met during their free periods or before 
school. When asked if special training was provided for those who worked with 
new/beginning teachers, 72% of the principals reported, “Yes,” while 28% reported, 
“No.” Nearly 30% of the principals referred to the State Department’s three-day mentor 
training program and the parish inservices to train mentors. Others reported special 
inservices and workshops were provided for new/beginning teachers.
Mentoring.
When asked if their school provided assistance and/or support to new/beginning 
teachers, 100% of the principals (n = 18) who returned their surveys reported, “Yes.” 
They described their assistance noting the following: LTATP (the state assessment 
program); mentoring; planning, that is, with their grade level or department; frequent 
observation; new teacher orientation; Central Office assistance; other teachers assisting; 
peer assistance; assistance from the principal; and inservice training. Twenty-two percent 
o f the principals selected “mentoring” and “new teacher orientation” as means for 
providing assistance for new/beginning teachers; 17%, “grade level or department 
planning;” and 11%, “frequent observations.”
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Support.
Ninety-four percent o f the principals reported that “support” was the major focus 
of their teacher induction program with “assessment” rating 67% and “remediation,”
17%. When asked if there were an onsite New Teacher Orientation provided for 
new/beginning teachers, 67% responded, “Yes,” and 33%, “No.” Table 4.12 shows 
specific topics that were covered in the orientation sessions that were provided at 
individual school sites. The percentages noted are of those principals who selected those 
particular topics as being a part o f  their New Teacher Orientation. Seventy-eight percent 
o f the principals selected two topics as having been covered in their sessions: Welcome to 
the school/School policies and Meeting the school administrators, with 72% reporting 
four topics: dress code, access to audio/visual materials, a tour o f the school, and meeting 
the staff. “Class schedules” was rated 67%, while 61% selected “personnel evaluation” 
and “access to the use o f technology in the classroom.” Twenty-eight percent of the 
principals noted “other” and specified “faculty handbook” and “assigning a cadre of their 
choice.”
Table 4.11
Existence of Teacher Induction Programs ('Principals)
Years Teacher Induction Programs Have Existed in the Schools
0-3 years 4-7 years 8-11 years 12.-15. years 16-19 years 2.Q_ygars
50% 28% 17% 5%
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Table 4.13 displays the sources o f support that were provided for the 
new/beginning teachers as perceived by the principals. When the principals were asked 
who provided the most assistance for the new teachers, they all reported “the principal” as 
being either “very helpful,” at 72% or “helpful,” at 28%; the mean was 2.72, and the 
standard deviation was 0.46. The “buddy teacher” was selected at the highest percentage 
with a rating of “very helpful” at 94%. There was a mean o f 3.00 and a standard 
deviation of 0.00. Sixty-one percent of the principals reported that “other school 
administrators” also provided assistance to new/beginning teachers. Nearly 90% o f the 
principals reported that “other classroom teachers” provided assistance, too, with a mean 
score of 2.63 and a standard deviation o f 0.50. Nearly 80% reported “team teaching 
partners,” as providing assistance, too, with a mean score o f 2.73 and a standard deviation 
of 0.59. “District administrators” were reported as being “helpful” or “very helpful” at 
about 40%.
Table 4.12
Topics for New Teacher Orientation (Principals)
Topics Frequency Percentage
Welcome to the school/School policies 14 78
Meeting the school administrators 14 78
Meeting the staff 13 72
Meeting parents 6 33
A tour o f the school 13 72
Class schedules 12 67
Dress Code 13 72
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Table 4.12 (cont.)
Topics for New Teacher Orientation ("Principals'!
Topics Frequency Percentage
Teaching techniques/strategies 10 56
Personnel Evaluation 11 61
Access to audio/visual materials 13 72
Access to the use of technology in the classroom 11 61
Other (Please specify.) Faculty Handbook
Assigned a cadre of their choice 
Note. All participants did not respond to each item.
The activities that were included in the teacher induction program throughout the 
school year are noted in Table 4.14. The activities were rated a “3” if they were “very 
helpful.” a “2” if they were rated “helpful,” and a “ 1” if, “not helpful.” The mean scores 
and standard deviations are noted for each activity. The following activities were 
included in their teacher induction programs: Mentoring was reported by 94% of the 
principals who rated it as being “very helpful,” with a mean score o f 2.94 and a standard 
deviation o f 0.24. Six percent of the principals rated “mentoring” as being “helpful.” 
Staff meetings were rated “very helpful” by 78% of the principals and “helpful” by 22%, 
with a mean score o f 2.78 and a standard deviation o f 0.43. School support was rated by 
94%. with 72% rating it “very helpful.” Workshops were reported by 89% o f the 
principals: 61%, “very helpful” and 28%, “helpful,” with a mean score o f 2.69 and a 
standard deviation o f  0.48. Orientation was rated by 84%: 56%, “very helpful,” and 28%, 
“helpful.” Observations and evaluations were reported by 83% as being ‘Very helpful”
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and 17% as “helpful;” the feedback from observations and evaluations was reported by 
83% o f the principals as being “very helpful” and 6% “helpful.” District support was 
reported by 89% of the principals: 50%, “very helpful” and 39%, “helpful.” The 
differentiation between the activities that were mandatory and those that were voluntary is 
recorded in the column labeled “choice:” those activities that were mandatory were 
labeled with the letter “M” and those that were voluntary were labeled with the letter "V.” 
At least one principal recommended that the following three activities not be a part of a 
teacher induction program: Professional Association Meetings, University Support, and 
Extra-curricular activities. Another principal noted that expecting university support was 
unrealistic.
Table 4.13
Who Provided the Most Assistance for New/Beginning Teachers (Principals)
Source of Assistance Response Freq.* Perc. Mean Standard Deviation
Principal VH 13 72 2.72 0.46
H 5 28
NH 0 0
Other School Administrator VH 7 39 2.64 0.50
H 4 22
NH 0 0
Buddy Teacher/Mentor VH 17 94 3.00 0.00
H 0 0
NH 0 0
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Who Provided the Most Assistance for New/Beginning Teachers f Principals)
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Source of Assistance Response Freq/ Perc. Mean Standard Deviation
Team Teaching Partners VH 12 67 2.73 0.59
(Grade level/Dept.) H 2 11
NH 1 5
Other Classroom Teachers VH 10 56 2.63 0.50
H 6 33
NH 0 0
District Administrators VH 3 17 2.11 0.78
H 4 22
NH 2 11
College/University Superv . VH 1 6 1.75 0.71
H 4 22
NH 3 17
Other New Teachers VH 3 17 2.50 0.55
H 3 17
VH 0 0
Other VH 1 6 3.00 • •
H 0 0
NH 0 0
Note. aVH = Very Helpful (3 points); H = Helpful (2 points); & NH = Not Helpful (1
point).
bAll participants did not respond to each item.
Strengths o f the teacher induction program.
When asked the perceived strengths of the teacher induction programs at 
individual school sites, the principals responded and are quoted:
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► The state assessment program provides a systematic program for acquainting new 
teachers with our school and for providing general assistance through assessment 
by assigning a mentor or buddy teacher.
► New teachers can feel comfortable to go to anyone for information. No one will 
laugh at them. It’s OK not to know something.
► We encourage new teachers to utilize their talents making them feel they have
something to offer the school o f value, that is, they’re not just taking.
► Teachers are made aware o f our expectations and goals.
► Involvement that will help the new teacher “fit” into our school.
► Services were provided and were excellent for all teachers.
► It’s an awareness program where we share our expectations.
► Support groups make the transition into the classroom a much smoother one. 
Teachers feel confidence knowing they have a support team behind them.
► Faculty dedication/Support; discipline pretty good/Parental support.
► Small staff; everybody helps.
Table 4.14
Activities Included in the Teacher Induction Program (Principals!
Activities Mean Standard Deviation Choice"
a. Mentoring 2.94 0.24 M (13)&V(1)
b. Release time 2.30 0.82 V(6)
c. Orientation 2.67 0.49 M(8) & V(3)
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Activities Mean Standard Deviation Choice"
d. University Support 1.71 0.76
e. District Support 2.47 0.62 M(5) & V(3)
f. School Support 2.67 0.59 M(3) & V(5)
g- Staff Meetings 2.78 0.43 M (11) & V (l)
h. Workshops 2.69 0.48 M(3) & V(7)
i. Professional Assoc. Meetings 2.14 0.69 M(2) & V (l)
j- Observations/Evaluations 2.83 0.38 M (15)& V ( l )
k. Feedback form Obs. & Evals. 2.94 0.25 M(9) & V(l)
1. Visiting other schools 1.83 0.98 V(6)
m. Working on Committees 2.08 0.76 M(l) & V(6)
n. Participation in Prof. Dev. Act. 
(District)
2.60 0.51 M(8) & V(5)
0 . Participation in Prof. Dev. Act. 
(Other)
2.44 0.53 M(5) & V(6)
P- District orientation 2.57 0.65 M(9)
q- Extra-curricular activities 2.18 0.60 M(l)  & V(6)
r. Self-study M(3)
s. Other. (Please specify.)
Note. a“M” represents those activities that are mandatory, while “V” represents those 
that are voluntary. The frequencies are shown in parenthesis ().
Areas that need improvement.
The principals were also asked to describe or comment on the areas o f their new 
teacher induction programs that they perceived to need improvement. Their responses 
included the following: more organization, early identification o f teachers’ needs, 
reduction of paperwork at the beginning of the school year, additional small group 
instruction for school-wide policies, increased instructional planning time, more time for
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observing master teachers, stress management training, sufficient release time for new 
teachers, additional training in classroom management, more mentors to make it easier to 
match teachers according to subject areas and provide flexibility in scheduling, 
technology/ renovation (more space), and more parental involvement. One principal 
responded. '‘I would like to see teachers work one year with a mentor and begin the 
evaluation process with year two.” Another principal reported, “We’re thorough,” 
implicitly suggesting that they did not need any improvement.
Recommendations for further assistance.
The areas in which the principals felt that further staff development or further 
support and assistance for new/beginning teachers was needed are recorded in Table 4.15 
. More frequently, the principals reported individual differences, discipline, teaching 
techniques or strategies, lesson plans, and time management as areas that were most 
desirable for further staff development. Good lesson plans and flexible scheduling were 
listed as “other.” noting the areas recommended for further support or assistance.
Greatest needs.
The greatest needs o f the new/beginning teachers as perceived by the principals 
were as follows:
► time management for planning;
► teaching strategies that were hands-on that met the individual needs o f
children;
► inservices on discipline;
► classroom organization skills resulting in better discipline;
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► communication skills, especially with parents;
► increased support from the principal, the community, and the parents;
► orientation to school and district policies;
► mentoring, writing lesson plans, and individual differences; and
► becoming familiar and fitting into the overall team concept.
One principal responded, '‘They received everything; it didn’t do any good.” That is, in 
the principal’s opinion, everything was provided for the new/beginning teacher, but there 
was no improvement. The teacher was not to be re-employed at that school the following 
year.
Following the question concerning the needs of the new/beginning teachers, the 
principals were asked how they attempted to meet those needs. They responded as 
follows:
► frequent conferences;
► shared planning and assigned responsibilities;
► support offering suggestions for improvement and follow-up;
► release time for teachers to visit other teachers in their subject areas;
► discussion on appropriate teaching techniques;
► sharing successful teaching strategies to increase student achievement;
► grade level meetings, inservice training, and mentoring;
► compliance with the state-mandated assessment program;
► staff meetings;
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► the administration available and readily accessible to teachers by 
establishing an open door policy; and
► departmental meetings.
One principal reported that during this past year, he tried to be more teacher friendly; he 
was able to visit the classrooms more frequently.
Retention of new teachers.
Finally, the principals were asked, as they reviewed their staff for the upcoming 
year, did they know of any teachers who were not returning to their school. Seventy- 
eight percent noted they did not know of any, while 22% noted that there were some 
teachers not returning. The reasons given were relocation, spouse transferred, and one 
teacher was taking a sabbatical leave for professional development.
Table 4.15
Areas Recommended for Further Support or Assistance (Principals!
Areas Where More Staff Development is Desired Frequency Percentage
Mentoring 7 39
School Orientation 5 28
District Orientation 3 17
University Support 3 17
Lesson Plans 10 56
Knowledge of Instructional Resources 5 28
Student Motivation 6 33
Discipline 11 61
Curriculum 3 17
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Table 4.15 (cont.)
Areas Where More Staff Development is Desired Frequency Percentage
Individual Differences 12 67
Guidance and Support 2 11
Communication with Colleagues j 17
Lighter Teaching Load 2 11
Communication with Parents 6 33
Teaching Techniques or Strategies 10 56
Delivery of Content 4 22
School Equipment 1 6
Administrator’s support 5 28
Transitions in Lessons 2 11
Student Assessment 4 22
Community Involvement 4 22
Teaching Responsibilities/Duties (Record keeping) 6 33
Diagnosing Student Learning 4 22
Conflict Management 4 22
Time Management 9 50
Other (Please specify.) Good Lesson Plans
Flexible Scheduling
Responses from the New/Beginning Teachers 
New teacher induction program.
When teachers were asked if the district provided any assistance and/or support to 
them as new/beginning teachers, 97% reported that they had received district assistance, 
while 94% reported having received school assistance. When asked if there were a 
formal induction program during the 1998-99 school year beyond what was required by 
the state-mandated mentoring program, 74% of the teachers reported, “Yes,” and 17%
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reported, “No.” In answering the question as to the major focus of their induction 
program, 80% o f the teachers reported “assessment,” 37%, “support,” and 11%, 
“remediation.” New/beginning teachers must complete a  3-day training session regarding 
the state-mandated mentoring program. The following comments were noted by the 
teachers:
► Requiring me to take a Spalding course and a computer course at night during my 
first year o f teaching a new grade level in a new school district was unfair and 
ridiculous. I would rather have taken these courses in the summer. I was so 
exhausted. I would have gladly taken those classes this summer.
► Sometimes I think that because administrators have been involved for so long, 
that they take for granted that new teachers know things that have not been 
communicated to them. I learned quickly that if  you don’t ask for help, you may 
not get it because others will not know that you don’t understand something.
► This 1st year in teaching was extremely stressful and demanding. Not only was I 
teaching but also going to school as a full-time graduate student. Sometimes I felt 
like quitting. I didn’t quit as you can see; I held on. I wish I had more support. I 
promise to do all I can to help the teachers that will come after me!
► I really did not feel like a teacher until the second semester. The first semester, 
you have to get a handle on everything.
In responding to the new teacher orientation that was provided by the district 
and/or the school, 97% o f the teachers reported having a district orientation, and 77%, a 
school orientation. The new/beginning teachers reported the following topics as those
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that were covered in the sessions (the percentage that each item was selected is noted): 
Welcome to school/district and received school/district policies, 86%; Dress Code, 74%; 
Class schedules/District calendar, 69%; Personnel evaluation, 66%; Met with 
school/district administrators, 63%; and Met with staff, 51%. (See Table 4.16)
Table 4.16
Topics for New Teacher Orientation (New/Beginning Teachers')
Topics Frequency Percentage
Welcome to the school/School policies 30 86
Meeting the school administrators 22 63
Meeting the staff 18 51
Meeting parents 12 34
A tour o f the school 12 34
Class schedules 24 69
Dress Code 26 74
Teaching techniques/strategies 15 43
Personnel Evaluation 23 66
Access to audio/visual materials 15 43
Access to the use o f technology in the classroom 16 46
Other (Please specify.) 3 9
Faculty Handbook
Assignment to a cadre o f choice
Support.
When asked who provided them with the most assistance, 83% of the 
new/beginning teachers reported that their buddy teacher/mentor was “very helpful,” 
while 11% reported them as being “helpful.” The mean score was 2.82 with a standard 
deviation o f 0.46. The “principal” was selected by 78% of the teachers who reported
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their principal as being “very helpful,” while 20% reported them as being “helpful.” The 
mean score was 2.79, and the standard deviation was 0.41. Eighty percent of the teachers 
reported that “other classroom teachers” were very helpful (51%) and helpful (29%). The 
mean score was 2.53 on a 3-point scale; the standard deviation was 0.63. Fifty-eight 
percent of the teachers reported that their “team teaching partners” were very helpful 
(49%) or helpful (9%). The mean score was 2.76 with a standard deviation o f 0.54. The 
greatest standard deviation was noted for that of college/university support at 0.75. (See 
Table 4.17)
Table 4.17
Who Provided the Most Assistance for New/Beginning Teachers 
(New/Beginning Teachers)
Source of Assistance Response* Freq.b Perc. Mean Stand. Deviation
Principal VH 27 77 2.79 0.41
H 7 20
NH 0 0
Other School Administrator VH 16 46 2.71 0.55
H 4 11
NH 1 3
Buddy Teacher/Mentor VH 29 83 2.82 0.46
H 4 11
NH 1 3
Team Teaching Partners VH 17 48 2.76 0.54
(Grade level/Dept.) H 3 9
NH 1 3
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Table 4.17 (cont.)
Source of Assistance Response* Freq.b Perc. Mean Stand. Deviation
Other Classroom Teachers VH 18 51 2.53 0.63
H to 29
NH 2 6
District Administrators VH 1 3 1.73 0.65
H 6 17
NH 4 11
College/University Superv.. VH 4 11 2.18 0.75
H 5 14
NH 2 6
Other New Teachers VH 8 23 2.44 0.63
H 7 20
VH 1 3
Other VH 4 11 3.00
H 0 0
NH 0 0
Note. a VH = Very Helpful (3 points); H = Helpful (2 points); & NH = Not Helpful (1
point).
bAll participants did not respond to each item.
The activities that were included in the new/beginning teacher induction program 
are shown in Table 4.18. The highest response rates were noted at 94% on “mentoring,” 
“observations and evaluations,” and “feedback on observations and evaluations.” 
Mentoring had a mean score of 2.85 and a standard deviation of 0.36; observations and 
evaluations had a mean score o f 2.79 with a standard deviation of 0.42; while feedback 
on observations and evaluations had a mean score o f  2.82 and a standard deviation o f
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0.39. “Staff meetings” was selected by 86% of the new/beginning teachers with a mean 
score o f 2.80 and a standard deviation o f 0.41, while “orientation” was selected by 83%, 
with a mean score o f 2.55 and a standard deviation o f 0.51. “Workshops” was selected 
by 74% and “school support” by 71%. Sixty percent o f  the new^eginning teachers 
selected “self-study” as an activity that was included in their teacher induction program. 
“Self-study” was reported at a mean score of 2.57 and a standard deviation o f 0.60. The 
frequencies o f the responses as they related to the activities that were mandatory and 
voluntary were listed in Table 4.18. The following activities were noted by at least one of 
the new/beginning teachers as having been planned, but they did not occur: release time, 
professional association meetings, visiting other schools, and working on committees.
The following activities were recommended by at lease one of the new/beginning teachers 
to not be a part o f a teacher induction program: release time, university support, school 
support, and staff meetings. Two of the new/beginning teachers selected “professional 
association meetings” and “visiting other schools” as activities that should not be a part o f 
a teacher induction program. Three selected “working on committees” and “participation 
in professional development activities provided by the district” to not be a part o f a 
teacher induction program. Four o f them selected “participation in professional 
development activities provided by other sources” as another activity that should not be 
included in a teacher induction program, while five, selected “extra-curricular activities.”
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Table 4.18
Activities Mean Standard Deviation Choice*
a. Mentoring 2.85 0.36 M(31)
b. Release time 2.18 0.75 M(2) & V(2)
c. Orientation 2.55 0.51 M(27)
d. University Support 2.00 0.82 M (l )&  V(l)
e. District Support 2.32 0.67 M(4) & V(4)
f. School Support 2.84 0.37 M(2) & V(11)
g- Staff Meetings 2.80 0.41 M(29)
h. Workshops 2.54 0.65 M(9) & V(15)
i. Professional Assoc. Meetings 2.40 0.70 V(l)
j- Observations/Evaluations 2.79 0.42 M(32)
k. Feedback form Obs. & Evals. 2.82 0.39 M(25)
I. Visiting other schools 2.29 0.76 M (l )&  V(4)
m. Working on Committees 2.00 0.50 M(2) & V(4)
n. Participation in Prof. Dev. Act. 
(District)
2.50 0.71 M(3) & V(6)
0 . Participation in Prof. Dev. Act. 
(Other)
2.42 0.51 M(2) & V(6)
P- District orientation 2.30 0.47 M(10)
q- Extra-curricular activities 2.40 0.52 V(l l )
r. Self-study 2.57 0.60 M(4) &V(15)
s. Other. (Please specify.) 3.00 V(2)
Note. “The frequencies o f the responses are noted after each activity selected as “M” for 
those activities that were mandatory or “V” for those that were voluntary.
Strengths of the teacher induction programs.
When asked the perceived strengths of the teacher induction programs at 
individual school sites, the teachers responded as follows:
► Everything was presented in a positive and encouraging way. The program was 
very helpful.
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This program benefits the teachers’ as well as the students’ best interest.
The program supplied all information that explained rules and regulations.
With this program, there is little room for someone not to know what is expected 
o f them.
It was organized; I received good information, and I had a good mentor and good 
teachers to work with.
The new teacher inservice was organized on campus; it was preliminary to staff 
orientation. It was very successful. The evaluator timed assessments so as not to 
interfere with teaching responsibilities/grading periods.
The orientation for beginning teachers was a strength.
The program was very positive, and it focused on learning and teaching 
experiences.
It was an explanation of what was expected of teachers: what procedures to 
follow, what our duties were, what benefits we received, and how lesson plans 
were to be prepared (instructional planning).
The principal made sure that we knew exactly what to do on the first day o f 
school; a list was provided for classroom procedures and assessment.
The teacher/administration rapport was superb. I feel I am able to conference with 
my administrators on any subject at any given time, and they are so helpful to first 
year teachers participating in the assessment program.
The faculty and staff were very supportive and worked with me diligently.
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► The district was strong in preparing new teachers for the assessment mandated by
the state . . . .  There needs to be a team that helps teachers throughout the year, 
informally. If the teacher feels she is being judged on her performance, she will 
do her best to meet the expectations in order to succeed . . . .  On an informal basis, 
she feels more comfortable to express real needs and concerns. The orientation I 
got was formal. I wanted my evaluators to know I could teach . . .  ,but I did have 
needs, being a new teacher, that were not addressed, simply because I was too 
embarrassed to say something.
► The full day we spent at the induction/orientation meeting was helpful.
► The school and district policies were very strong. They work very hard with new 
teachers.
► They make you very aware of how you get certified.
► We support each other when needed.
► It was helpful to have a mentor in the assessment process.
► It was helpful to have a mentor to evaluate and discuss areas o f  strengths and 
weaknesses.
► My school was very careful to alarm me of any errors noticed during my
evaluation.
Areas that need improvement.
The teachers were also asked to describe or comment on the areas o f their new 
teacher induction programs that they perceived to need improvement. Their responses 
were as follows:
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► I was often not told about proper procedures until I had made a mistake.
► The parish orientation needs to vary material (don’t keep talking about the same 
things over and over).
► Visitor’s passes (not listed). Security needs to be improved for the school, while 
classes are in session.
► More help is needed for new teachers in special education with peer teachers from 
that subject area.
► The school’s orientation o f beginning teachers needs to improve. (2)
► Student assessment, classroom management, and communication with parents.
► The day meeting should have taken place within the first 30 days. Mine was 
months into the year (4 mos.).
► First year teachers should be shown how to fill out grade sheets and closing 
procedures at the end of the school year.
► Better communication within the school for the faculty and administration.
► Stress management would be a good addition. (2)
► I feel that it has worked very well this year and see no need for changes.
► I was hired late, so I am not very reliable to comment. Everything was very 
beneficial to me.
► We need more recent resource materials and more access for students to use 
technology to enhance the learning climate.
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Greatest needs.
The new/beginning teachers perceived their greatest needs to include the 
following:
► Someone to show me the do's and don’ts.
► To know the in’s and out’s and policies and procedures at my specific school. (2)
► To talk with someone more experienced about various issues.
► Unsure of what was expected at the beginning of the year.
► Someone to help me understand this setting and the children’s needs.
► Classroom management/Behavioral Management Techniques. (3)
► I needed to improve on verbal and non-verbal praise and critical thinking skills.
► Questions about record keeping/duties/responsibilities. It really helped to see how
others did theirs. (3)
► Discovering how to implement computers.
► Textbooks.
► School supplies.
► More instructional information for my Louisiana history classes.
► Finding different materials that worked properly to provide students with clear 
visual aids.
► General advice on the every day routines of school schedules.
► Finding out what curriculum to teach; being in kindergarten there was no set 
curriculum. I felt like I was searching just to know what to teach.
► Help from my particular subject area: special education.
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► Time management. (2)
► School orientation, lesson plans, student motivation, and record keeping.
► To gather information about what the assessment program required.
► Working on specifying individual differences.
► Parent communication. More parental contact is necessary to encourage their 
children in school. The encouragement will help them become better students. (2)
► Better communication with parents over discipline problems.
► Less job related stress and decent rest.
► I had a lot of paperwork that seemed redundant (i.e., report cards and progress 
reports).
► The teacher assistance semester with a mentor.
► Individual needs.
► Becoming comfortable with how to do everything at the beginning o f the year. 
Retention of new teachers.
The new/beginning teachers were asked how did the district attempt to meet the 
needs noted above. They revealed the following:
► Assigning a mentor. (3)
► The orientation and new teacher assessment meetings really helped. Tips were 
given. (2)
► Staff meetings.
► The principal would assist.
► Lab was used.
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► They adopted a new book that we all hope will be better than the one we have 
now.
► No other overhead was available to show transparencies.
► I was given a mentor; my fellow colleagues and my administrators made sure all
bases were covered.
► Give you all the information and advice you need.
► They gave very useful workshops and inservices for all new teachers (2) on 
instructional techniques and planning. (3)
► Evaluations from the mentor and the mentor’s help.
► Observations o f experienced teachers.
► The textbooks were delivered.
► The district made sure we had the needed materials and technology.
► Stipends were provided.
► They didn't. The district added to my stress by having me take Spalding and 
computer courses at night. I would rather have taken these courses in the summer.
► It did not.
► No help.
The new/beginning teachers listed the following as to how their individual schools 
attempted to meet their needs:
► Staff was helpful.
► My co-workers, mentor, and principal were always willing to help; they were very
supportive. They were wonderful. (2)
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► Give you a mentor and work with you through the process. (2)
► The other Louisiana history teachers were very helpful when I asked for help or 
advice.
► My mentor searched for a scope and sequence on kindergarten level, and we 
couldn’t find one. All kindergarten teachers were teaching something different. 
There were no resources to pull from. It was really frustrating.
► I was appointed a mentor teacher, but not in my subject area, special education.
► My principal assigned another teacher to help me.
► Principal’s assistance and mentor guidance during observations.
► Seminars and workshops.
► Staff meetings and policy.
► More PTO meetings (2) inviting parents to make visitations to the school to be
involved in the school’s activities.
► Lots of patience and understanding from co-workers.
► They gave me the materials I needed.
► Evaluations and observations of other teachers within the school.
► They helped contact the district to get my books.
► Resources were provided.
► I was given insight by the person substituting until I arrived as the teacher.
► No help.
Table 4.19 displays the areas that the new/beginning teachers recommend for 
further staff development. Student motivation was the only area that was rated above
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50%; 60% selected “student motivation.” Knowledge of Instructional Resources and 
Individual Differences tied for second place with a with 49% selecting them. Discipline 
was selected by 43% of the new/beginning teachers, and Teaching Techniques and 
Strategies was selected by 40%.
Finally, when the teachers were asked to indicate their plans for the upcoming 
school year, 69% of them reported that they will return to their current positions, 14% 
noted that they will return to their current school but in a different teaching position, 3% 
noted that they had been transferred to another school, and 17% revealed that they will be 
transferring to another school district.
Table 4.19
Areas Recommended for Further Support or Assistance (New/Beginning Teachers)
Areas Where More Staff Development is Desired Frequency Percentage
Mentoring 9 26
School Orientation 5 14
District Orientation 1 2
University Support 1 2
Lesson Plans 8 22
Knowledge of Instructional Resources 17 49
Student Motivation 21 60
Discipline 15 43
Curriculum 11 31
Individual Differences 17 49
Guidance and Support 6 17
Communication with Colleagues 3 8
Lighter Teaching Load 7 20
Communication with Parents 4 11
Teaching Techniques or Strategies 14 40
Delivery of Content 4 11
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Table 4.19 (cont.)
Areas Where More Staff Development is Desired Frequency Percentage
School Equipment 7 20
Administrator’s support 2 5
Transitions in Lessons 4 11
Student Assessment 5 14
Community Involvement 7 20
Teaching Responsibilities/Duties (Record keeping) 8 22
Diagnosing Student Learning 9 25
Conflict Management 6 17
Time Management 10 29
Other (Please specify.) Grade level teacher assistants to run photocopies,
to be lunchroom monitors so teachers can enjoy 
lunch in the teachers’ lounge.
Discussion
This section would be incomplete without comparing the responses of the Central 
Office Staff, the principals, and the new/beginning teachers on similar questions (i.e., the 
topics that were covered in the orientation, who provided the most assistance for the 
new/beginning teachers, the activities that are included in the teacher induction program, 
and the areas that the three groups desired further support or assistance. For your review, 
each participant responded to the same set of items. The first refers to the topics that 
were covered during the orientation. This information was gathered to determine how 
well the teachers’ perceptions o f the orientation matched those o f the principals and the 
administrators. Mismatches are noted in the tables.
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Comparisons Among Groups of Participants
The Central Office Staff reported that all topics were covered except that o f 
“meeting the community partners” and “a tour of the district.” All of the principals 
reported that all the topics were included in the orientation; however, only one 
topic was rated by less than 50%: Meeting the parents. This indicates that some parents 
were involved with the new teacher orientation. The teachers reported that all o f the 
topics were included in the new teacher orientation; however, several were rated by less 
than 50%: meeting the parents, a tour o f the school, teaching techniques/strategies, access 
to audio/visual materials, and access to the use of technology in the classroom. Overall, 
there were no striking differences.
Table 4.20
Comparing the Responses to the “Topics for the New Teacher Orientation” (Percentages)
Topics
Welcome to the school/District policies 
Meeting the administrators 
Meeting the staff
Meeting parents/community partners 
A tour of the school/district 




Access to audio/visual materials 
Access to the use o f technology 
in the classroom 
Other (Please specify.)
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Table 4.21 shows a comparison of the responses o f the Central Office Staff, the 
principals, and the new/beginning teachers as to who provided the most assistance for the 
new/beginning teachers.
There was some discrepancy as to how the Central Office Staff rated the 
assistance provide by the school administrators. While the Central Office Staff ranked 
the assistance from one extreme to the other, that is, one rated their assistance as ‘‘very 
helpful” while the other rated the assistance as “not helpful,” both the principals and the 
teachers rated the assistance provided by the school administrators as “helpful” or “very 
helpful.” Three percent o f the new/beginning teachers rated the assistance provided by 
“other administrators” as “not helpful.” All three groups rated the assistance provided by 
the “mentor” as being “very helpful” or “helpful,” though 3% of the new/beginning 
teachers ranked mentor’s assistance as not being helpful. When rating the “team teaching 
partners,” meaning the grade level or department teachers, the principals and the 
new/beginning teachers rated this type of assistance similarly. However, one of the 
Central Office administrators rated her assistance as being “very helpful.” The other 
Central Office administrator rated “team teaching partners” as being “not helpful.”
“Other classroom teachers” was rated as being “very helpful” or “helpful” by all three 
groups.
“District administrators” were rated by the Central Office Staff as being “helpful,” 
while nearly 40% o f the principals rated them as “very helpful” or “helpful.” Eleven 
percent of the principals rated the district administrators’ assistance as being “not 
helpful.” Only 3% o f  the new/beginning teachers rated the district administrators as
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■‘very helpful,” while 11% of them rated the district administrators’ assistance as “not 
helpful.” The Central Office Staff did not rate college or university support as helpful; 
however, approximately 25% of the principals and the new/beginning teachers rated 
university support as “very helpful” or “helpful.” Nearly 20% of the principals rated 
“university support” as “not helpful,” while less than 10% of the new/beginning teachers 
rated university support as not being helpful. All three groups rated the assistance 
provided by other new teachers as “very helpful” or “helpful,” while 3% of the 
new/beginning teachers rated assistance provided by other new teachers as “not helpful.” 
Table 4.21
Comparisons on “Who Provided the Most Assistance for the New/Beginning Teachers” 
(Percentages)
Source of Assistance Responses* Central Office Principals Teachers
Principal VH 50 72 77
H 0 28 20
NH 50 0 0
Other School Administrator VH 0 39 46
H 50 22 11
NH 50 0 3
Buddy Teacher/Mentor VH 50 94 83
H 50 0 11
NH 0 0 3
Team Teaching Partners VH 50 67 48
(Grade level/Dept.) H 0 11 9
NH 50 5 3
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Table 4.21 (cont.)
Source of Assistance Response" Central Office Principals Teachers
Other Classroom Teachers VH 100 56 51
H 0 33 29
NH 0 0 6
District Administrators VH 0 17 3
H 100 22 17
NH 0 11 11
College/University Superv . VH 0 6 11
H 0 22 14
NH 100 17 6
Other New Teachers VH 0 17 23
H 100 17 20
VH 0 0 3
Other VH 0 6 11
H 0 0 0
NH 0 0 0
Note. a VH = Very Helpful (3 points); H = Helpful (2 points); & NH = Not Helpful (1
point).
bAll participants did not respond to each item.
In summary, the data revealed that the only components that were consistently 
implemented in the school district were mentoring, which was mandated by the state, and 
an orientation. Though professional development existed, it was not specifically designed 
to meet the needs o f new/beginning teachers. It seems as if  the workshops were designed 
for professional development only, that is, to meet the needs o f  teachers as a whole.
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These professional development activities were not designed to address the concerns or 
problems of new/beginning teachers.
Interview with the Superintendent 
The superintendent was interviewed to determine the expectations o f the district 
regarding teacher induction. When asked if  written policies existed, the superintendent 
responded that there were in fact policies pertaining to teacher induction in the school 
district. The superintendent also reported that, “We don’t expect them [the principals] to 
hold on site orientation, but we hope that they would.” When asked, “To what extent are 
principals aware of the teacher induction policies, and to what extent are they 
implementing those policies,” the superintendent responded by saying, “We all abide by 
the same guidelines.” However, the superintendent reported that the teachers were not 
aware of the teacher induction policy, and that they did not perceive the policies as being 
implemented, that is, “not to a great deal.”
The superintendent felt that the district as a whole did not provide “enough 
guidance to the new teachers and was not as sensitive to their needs” as it should be. He 
also noted that the principals did a mediocre job in implementing the teacher induction 
policy. The superintendent also reported that he did not think there was a relationship 
between teachers’ perception of implementation o f teacher induction policies and their 
employment plans for the next school year. When asked to what extent did the 
new/beginning teachers think that the induction policies were useful, the superintendent 
noted that the teacher induction practices in the school district were positive for the new 
teachers.
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In summary, there was no major focus on teacher induction in the school district 
under study. There seemed to be an overall laissez-faire attitude as it relates to providing 
assistance for new/beginning teachers, that is, beyond the state-mandated mentoring 
program. If there were expectations for the school site administrators to implement an 
orientation at their individual schools, it was not clearly communicated to them. There 
were hopes that the administrators would conduct an orientation at their particular school 
sites, but the expectations were never communicated. On the other hand, the district 
orientation, which was policy, was an annual occurrence which had become common 
practice.
Data from Nonrespondents 
Upon request, a list o f the new/beginning teachers in the school district who were 
assessed by the Louisiana Assistance and Assessment Program for the 1998-99 school 
year and the school they were assigned to was provided. The surveys were personally 
addressed to the new/beginning teachers, and when their questionnaires were not 
returned, they were considered nonrespondents. Each nonrespondent was contacted by 
phone where possible. In some instances the phones were disconnected or the 
new/beginning teacher no longer lived at that residence. There was a 27% return rate. 
There were no male nonrespondents; they were all female. Seventy-five percent o f the 
nonrespondents were White, and 25%, African-American (Black). Table 4.22 shows a 
comparison between the ages o f the new/beginning teachers and the nonrespondents.
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Table 4.22
Comparing the Percentages o f  the Age of New/Beginning Teachers and Nonrespondents








56 plus 0 0
Note. All participants did not respond to each item.
Nearly two-thirds of the new/beginning teachers and nonrespondents were in the age 
range of 20-30, and nearly 20% o f the new/beginning teachers and over 20% of the 
nonrespondents were in the age range o f 41-45.
The participants were also asked to respond to the location in which they had 
completed their initial teacher education program (or certification). Their responses are 
noted in Table 4.23.
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Table 4.23
Comparing the Educational Background of the New/Beginning Teachers and 
Nonrespondents
University Attended % of New/Beginning Teachers % of Nonrespondents
Northeast Louisiana University 60 63
Louisiana Tech University 6 12
Grambling State University 9 0
Other 26 25
All of the nonrespondents reported that the school district provided assistance 
and/or support during their initial year o f teaching. The assistance provided was reported 
as a new teacher orientation, the assignment of mentors, teacher assessment, and classes 
that were provided. Seventy-five percent o f the nonrespondents reported having received 
assistance from their schools in the form of a mentor, the principal, the secretary, and 
from particular meetings that were helpful. Eighty-eight percent o f  the nonrespondents 
reported that there was no formal induction program during the 1998-99 school year 
beyond that which was required by the state-mandated mentoring program as compared to 
74% of the new/beginning teachers who reported that there was a formal induction 
program in place. Only 17% o f  the new/beginning teachers reported that there was no 
formal teacher induction program. One of the nonrespondents reported that no formal 
induction program was provided for her. She further stated, “I got married when new
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teachers had to attend the inservice. They gave me the booklets. No one went over them 
with me. The Central Office supervisor sent me everything, and I read through it.”
When asked the major focus of the induction program, 75% o f the nonrespondents 
reported that “assessment” was the major focus, while 50% reported “support” as the 
major focus. These percentages denote that both areas were selected in some instances 
more than once. As compared to the new/beginning teachers, 80% reported “assessment” 
while 37% reported “support” and 11%, remediation. All o f the nonrespondents reported 
having been provided an orientation by the school district, while 37% reported having 
participated in an orientation by their school, and 63% reported that they had not been 
provided an orientation by their school.
Table 4.24
Comparing the Topics Covered in the New Teacher Orientation as Reported bv the 
New/Beginning Teachers and Nonrespondents
Topics New/Beginning Teachers Nonrespondents
Welcome to the school/School policies
Meeting the school administrators
Meeting the staff
Meeting parents
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Table 4.24 (cont.)
Topics New/Beginning Teachers Nonrespondents
Access to audio/visual materials 43 63
Access to the use o f technology in the
classroom 46 50
Other (Please specify.) 9 0
Table 4.24 shows a comparison o f the topics that were covered in the orientation 
session. The responses from both the new/beginning teachers and the nonrespondents 
were very similar.
Table 4.25
Comparing the Responses o f  Who Provided the Most Assistance as Reported bv the 
New/Beginning Teachers and Nonrespondents
Source of Assistance Response" New/Beginning Teachers Nonrespondents
Principal VH 77 88
H 20 12
NH 0 0
Other School Administrator VH 46 25
H 11 50
NH 3 0
Buddy Teacher/Mentor VH 83 63
H 11 38
NH 3 0
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Table 4.25 (cont.)
Source of Assistance Response" New/Beginning Teacher Nonrespondents
Team Teaching Partners VH 48 50
(Grade level/Dept.) H 9 12
NH 3 12
Other Classroom Teachers VH 51 63
H 29 25
NH 6 12
District Administrators VH 3 12
H 17 38
NH 11 12
College/University Superv. VH 11 38
H 14 25
NH 6 0
Other New Teachers VH 23 50
H 20 25
VH 3 12
Other VH 11 0
H 0 0
NH 0 0
Note. a VH = Very Helpful (3 points); H = Helpful (2 points); & NH = Not Helpful (1
point).
bAll participants did not respond to each item.
The participants were asked to indicate who had provided them with the most 
assistance, and they were asked to rate the assistance provided either “very helpful,” 
“helpful,” or “not helpful.” Table 4.25 compares the responses from the new/beginning 
teachers and the nonrespondents. Both groups rated the following rather high as
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providing the most assistance: the principal, buddy teachers/mentors, and other classroom 
teachers. Fifty percent o f the nonrespondents rated district administrators as being either 
"very helpful” or “helpful,” while only 20% of the new/beginning teachers reported the 
district administrators as being “helpful” or “very helpful.” Over 60% o f the 
nonrespondents rated the university supervisors and other new teachers as being “helpful” 
or “very helpful,” as opposed to 25% of the new/beginning teachers rating the university 
supervisors either “helpful” or “very helpful,” and over 40% o f them rated other new 
teachers as being “helpful” or “very helpful.”
When asked to select the activities that were included in the induction program 
throughout the school year, the nonrespondents ranked the following activities rather 
high: mentoring, school support, workshops, observations/evaluations, feedback from 
observations/evaluations, participation in professional development activities, and district 
orientation.
When asked to describe their perceived strengths o f the school or school district’s 
induction programs, the nonrespondents reported the following:
► The principal worked with us to get along. We worked as a unit. There was an 
open door policy.
► Mentoring.
► The principal was there to help.
► Discipline with the children.
► The inservice was very thorough. They worked us through the assessment process 
before the actual assessment.
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► Most of the teachers had a good attitude about helping.
When asked the areas that needed improvement in the school or the school district one of 
the nonrespondents reported, “My mentor needed more training. She kept saying that she 
really didn’t know what to do. She only had one day of training.” She further stated that 
the new teachers were stressed out because the administration stressed assessment. She 
noted, “It can be too stressful. I wish they had shown us more examples.” Another 
nonrespondent reported that she did not know the areas that needed improvement without 
considering adding more time during the day. She further stated, “Maybe an 
administrator could meet with the new teachers, and allow the new teachers an 
opportunity to ask specific questions o f concern to them.” She also made note that if the 
new teacher and the mentor have the same planning period, it is difficult for the mentor to 
observe the new teacher without getting another period off. This nonrespondent also 
stated, “My mentor and I had different planning periods, and she couldn’t come early or 
stay late. She and I could never get together. She asked that I call her at home, but her 
husband went to bed by 9 and several times I woke him. So I started leaving messages in 
her boxes.” Other areas that needed improvement in the school or the school district are 
listed below:
► The mentor needed more training.
► Getting someone who was knowledgeable about special education children.
► Relations with teachers: I asked a teacher for help, and she got in my face about 
it.
► Teachers disrespected students by saying, “Shut up.”
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► They needed to know how to handle students.
► More time was needed to be assessed. I was pushed. There wasn’t enough time 
to complete it.
► Switching mentors on new/beginning teachers in mid-stream.
Table 4.26
Comparing the Areas Recommended for Further Support or Assistance bv the 
New/Beginning Teachers and Nonrespondents
Staff Development Desired New/Beginning Teachers Nonrespondents
Mentoring 26 50
School Orientation 14 38
District Orientation 2 38
University Support 2 38
Lesson Plans 22 50
Knowledge o f Instructional Resources 49 75
Student Motivation 60 75
Discipline 43 75
Curriculum 31 75
Individual Differences 49 75
Guidance and Support 17 50
Communication with Colleagues S 38
Lighter Teaching Load 20 25
Communication with Parents 11 75
Teaching Techniques or Strategies 40 63
Delivery o f Content 11 63
School Equipment 20 63
Administrator’s support 5 12
Transitions in Lessons 11 50
Student Assessment 14 75
Community Involvement 20 75
Teaching Responsibilities/Duties (Record keeping) 22 25
Diagnosing Student Learning 25 75
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Table 4.26 (cont.)
Staff Development Desired New/Beginning Teachers Nonrespondents
Conflict Management 17 38
Time Management 29 38
Other (Please specify.) Grade level teacher assistants to run photocopies, 
to be lunchroom monitors so teachers can enjoy 
lunch in the teachers’ lounge.
Table 4.26 shows that new/beginning teachers and the nonrespondents agree that 
“knowledge of instructional resources,” “student motivation,” “individual differences,” 
and “teaching techniques or strategies” were areas where further support or assistance 
was desired. The nonrespondents also included the following: discipline, curriculum, 
communication with parents, students assessment, community involvement, and 
diagnosing student learning.
The greatest needs o f the nonrespondents included the following:
► Support from other teachers, to get positive feedback.
► Tutoring for students.
► Materials, computers, and books.
► Knowing school policies and procedures.
When asked how did the district attempt to meet the needs, one of the nonrespondents 
reported, “I was allowed one tutor for one hour, but I never saw her.” Another 
nonrespondent reported that she kept to herself. Still another reported that she hated to
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complain. They were also asked how the school attempted to meet their needs. One 
nonrespondent reported, “I didn’t ask.” While still another reported that the teachers who 
had materials did not share.
One of the nonrespondents concluded with the following comments, *‘It was a 
tough year. I felt like I was on my own; I had taken on the world.”
Eighty-eight percent o f the nonrespondents reported that they will return to their 
current position, while 12% would remain in the school system, but they had requested a 
transfer to another school.
In summary, the nonrespondents’ responses were very similar to those of the 
new/beginning teachers who reported initially. When the nonrespondents were contacted, 
the school year was over, and they may have had more time to reflect over the school year 
and be more candid to specific questions. It should also be noted that the nonrespondents 
rated university support more favorably than the new/beginning teachers who reported 
initially. They noted having had night classes and how the university personnel assisted 
them. They may not have had the time to complete the survey during the school year, that 
is with their daily teaching responsibilities and their night classes.
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SUMMARY, CONCLUSION, AND RECOMMENDATIONS
Summary
Over the past two decades, numerous initiatives have addressed the nation’s need 
to develop a high quality, professional teaching force to help students meet the high levels 
o f academic achievement that they need to be productive citizens. To date, several state- 
and local-level initiatives have focused on teacher induction programs for new teachers.
In general, these programs are designed to provide new teachers with the support and 
guidance to help them make a smooth transition from novice to professional.
The literature reveals that good teacher induction programs, which are offered to 
teachers during their first year on the job. increase job satisfaction, reduce attrition, and 
improve the quality of classroom instruction. Moreover, the research clearly indicates the 
kinds of features that good teacher induction programs should have.
Unfortunately, many teachers do not participate in teacher induction programs. 
According to a recent press release from the U.S. Department o f Education, two-thirds of 
American teachers had not participated in any formal induction program when they began 
teaching, and only 19% said they had been formally mentored by an experienced teacher. 
(Marlow & Inman, 1997)
This study was designed to identify the characteristics o f teacher induction 
programs in a school district in northeast Louisiana. The Central Office Staff who were 
involved with new/beginning teachers were surveyed and interviewed on designated 
topics that addressed the following as it pertained to the district: the major focus o f their
134
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teacher induction program, topics that were discussed in the district orientation, who 
provided the most assistance to new/beginning teachers, the activities that were included 
in their teacher induction program, the areas o f support for new/beginning teachers, and 
the areas that they identified where further staff development was needed. All the 
principals were sent a survey and select principals were interviewed on the 
aforementioned topics, with a focus on their particular school site. The principals 
disseminated the surveys to the new/beginning teachers at their individual schools and 
returned them to the Central Office. The teachers responded to similar questions; 
however, their questions addressed both the school district’s offerings of support and the 
support of the individual school. The data were presented in Chapter 4.
The data revealed that the only components that were generally implemented in 
the school district were mentoring and a new teacher orientation. It was apparent that 
professional development existed; however, it was not specifically designed to meet the 
needs o f new/beginning teachers. The workshops were designed for staff development 
for teachers as a whole. There was no well-developed professional development directed 
toward new/beginning teachers.
This chapter is divided into six sections: (a) the research questions and major 
findings, (b) the conclusion, (c) implications, (d) limitations o f  the study,
(e) recommendations for stakeholders, and (f) recommendations for further study.
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Research Questions and Major Findings
1. What written policies and/or procedures exist regarding teacher induction?
The following policy, regarding teacher induction, was retrieved from the school 
district’s Policy Manual:
It shall be the responsibility o f  the Superintendent or his designees to 
conduct an annual orientation program for beginning teachers designed to 
facilitate their induction into the school system. Orientation for other 
certified personnel shall be provided as the need arises. (Section GBF, 
Policy Manual)
Section 6.9 in the district’s Personnel Accountability Plan, entitled “Induction of New 
Teachers." calls for assistance to be made available through the local teacher evaluation 
process for new/beginning teachers. Section 6.9 states as follows:
Mentor support is provided through the teacher evaluation process for the 
induction and professional growth o f new teachers. A concerted effort is made to 
insure that new teachers are socialized in a professional manner and that they 
experience success in the classroom. Assistance made available through the local 
teacher evaluation process is coordinated with the state support and assessment 
program for any beginning teacher with a Provisional or Temporary Teaching 
Certificate.
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The [school district] provides new teachers with a professional support system 
consisting of volunteer teachers. Professional development activities are 
provided throughout the school year with an optional menu of monthly inservice 
sessions.
The [school district] will work in conjunction with the state support and 
assessment program in making assistance available to beginning teachers. Mentor 
support will be provided for the induction of new teachers. The principal will 
assign and meet with all volunteer mentor teachers and explain the process o f  the 
new teacher induction. Mentor teachers will guide and assist new teachers 
according to state, parish, and school guidelines. The focus of the new teacher’s 
evaluation will be the Louisiana Components o f Effective Teaching, (p. 35)
The Central Office Staff reported that there was no written policy on teacher 
induction; but the school district did provided some form o f induction for its 
new/beginning teachers. There was no structured program, but there existed a standard 
practice whereby the school district provided a district-wide new teacher orientation, and 
most schools also conducted an on-site teacher orientation.
The Central Office Staff also reported that the district-wide new teacher 
orientation was mandatory for new teachers, and if  they did not attend, they would have 
to meet with one of the supervisors to go over specific topics that were included in the 
orientation session. Principals assigned the mentors for the new teachers as part o f the 
state-mandated assessment program; however, this procedure varied from school to
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school. At some schools the principal assigned mentors based on the grade level o f the 
new/beginning teacher or based on the particular department in which he/she worked. In 
some instances, the department chairs appointed the mentors. Occasionally, mentors 
were assigned with no relevance to the new/beginning teacher, except for the fact that the 
mentors were trained by the state department, and they worked at the same school as the 
new/beginning teacher.
All the principals reported that their schools provide some type o f assistance 
and/or support to new/beginning teachers during their initial year o f teaching. Their 
assistance was described as follows: the state assessment mentoring program, new 
teacher orientation, planning by grade level or department, frequent observations, 
assignment of buddy teachers. Central Office assistance, other teachers or peer assistance, 
assistance from other school administrators, and inservice training. For the most part, 
assigning mentors was connected to the state-mandated assessment program.
When asked if there were a formal induction program at their school during the 
1998-99 school year, beyond the state-mandated mentoring program, half the principals 
indicated that there was such a program. These programs included the following: new 
teacher orientation, group planning, assistance from school administrators, the provision 
o f a faculty handbook, district inservices, departmental meetings, and get-acquainted 
meetings.
In regard to the written policy statement, no one (principals nor Central Office 
Staff) mentioned Section 6.9 o f the district’s Personnel Accountability Plan. Neither did 
the Central Office Staff volunteer to review or check the district’s policy manual to see if
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a policy existed. I checked the policy manual, and found that a policy referring to teacher 
induction was included.
2. To what extent are principals aware of the teacher induction policies and/or 
procedures, and to what extent are they implementing them?
All principals reported that they provided assistance and/or support to 
new/beginning teachers; however, only half reported a formal induction program at their 
particular school sites. One-third of the principals reported that they do not have an on 
site new teacher orientation program, while two-thirds reported that a new teacher 
orientation is provided at their school site.
The Central Office Staff reported that they ask principals to assign buddy 
teachers/ mentors, and nearly all the principals reported that they assign buddy teachers.
It was interesting to note that when the Central Office Staff were asked to give their 
opinions o f the “most effective” and the “least effective” schools in the district as it 
pertains to teacher induction, the same high school was selected as the “most effective,” 
but different junior highs and different elementary schools were selected as being most 
effective. The same elementary and junior high schools were selected as the “least 
effective;” however, different high schools were selected. One particular high school 
principal who was labeled “least effective,” may be one o f the “most effective” based on 
pertinent literature pertaining to teacher induction. The Central Office Staff assumed that 
particular mandates are being implemented at the school sites; however, the staff had not 
monitored implementation and did not seem to be well aware o f the principals’ practices 
in regard to new teacher induction at individual school sites.
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There appeared to be some confusion as to whether mentors were compensated. 
Over 50% of the principals reported that stipends were provided for the mentors. While 
interviewing the principals, it was determined that there was no understanding o f what 
actually is required by the school district as it pertains to teacher induction. While 
interviewing the Central Office Staff, they were only vaguely aware o f  what actually 
occurs as it pertains to teacher induction in individual schools. Several principals 
reported that mentors were compensated with state funds, not local dollars. Others did 
not know. The major focus o f teacher induction programs as reported by nearly all the 
principals was "support.”
There was no consistency from school to school as to the teacher induction 
experiences that new/beginning teachers encountered. In some instances, special services 
were provided, while in other situations, very little assistance or support was provided.
For the most part, principals were aware of the expectations from the Central Office as 
they pertain to the state-mandated mentoring program, and they had some idea that there 
are local policies regarding teacher induction; however, they did not have a clear 
understanding of what the expectations were, and there was no monitoring from the 
Central Office. Nor were there any specific requirements or guidelines in the district.
The majority of the principals provide some parts of the total teacher induction program 
that are recommended in this study; however, a uniform district-wide teacher induction 
program did not exist.
Only one policy exists that specifically addressed new teachers: Professional Staff 
Orientation. The policy clearly stated that there will be an "annual orientation program
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for beginning teachers designed to facilitate their induction into the school system. 
Orientation for other certified personnel shall be provided as the need arises.”
The data revealed that this practice had evolved over the years and had become a 
common practice rather than a “policy.” It appears to be an understood practice that is 
expected on an annual basis. As a result, the orientation became thought o f as induction; 
however, this one component alone did not meet the needs of new teachers in the district.
Based on the survey responses, it appears that the policy, which concludes by 
stating that “Orientation for other certified personnel shall be provided as the need arises” 
leaves too much to chance, and it is not very helpful. A more structured policy that 
includes activities that begin prior to the beginning of school and extend beyond the 
requirements of the state-mandated mentoring program is needed to specifically address 
the needs of new teachers. The person who determines the need for orientation for other 
certified personnel and who plans the professional development activities should be 
clearly identified. Orientation should not be the only remedy for the needs o f 
new/beginning teachers. The expectations o f the district administration as they relate to 
induction and the areas o f support that should be provided the new teachers or the 
activities that will be a part o f their induction into the school district should be clearly 
communicated to the new/beginning teachers. The sessions should be scheduled where 
the new teachers can meet and discuss problematic issues or concerns. These sessions 
should focus solely on the new teacher, not the general teaching population.
Section 6.9 o f the District’s Personnel Accountability Plan calls for mentors to 
support new teachers and for coordinating this assistance with the state-mandated
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mentoring program. Section 6.9 also stated that professional development activities are 
to be provided throughout the school year with an optional menu of monthly inservice 
sessions. The Section provided for school principals to assign and meet with all 
volunteer mentors and explain the process o f new teacher induction.
However, too much was left to chance. The practice of a district-wide new 
teacher orientation was thought of as teacher induction. Orientation is but one component 
of teacher induction, and it does not meet all the needs o f new teachers in the school 
district.
Schools were given little direction from Central Office concerning orientation and 
induction o f new/beginning teachers. There was no training session or mention o f a 
meeting to train those who were to train the mentors. The expectations of the district, as 
they relate to induction, and the areas of support that should be provided the new teachers 
or the activities that will be a part of induction were not clearly communicated. There 
appeared to be very little consistency. There was no directive from Central Office to plan 
particular activities to assist new/beginning teachers.
3. To what extent are teachers aware of teacher induction policies and/or 
procedures, and to what extent do they perceive the policies or procedures are being 
implemented?
State representatives or district administrators conducted a one- or two- day 
training session for the new/beginning teachers that meets the state mandates. The 
new/beginning teachers seemed to be well aware o f  the state mandates as they relate to 
mentoring, but they seemed to lack knowledge about local requirements that may or may
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not exist. Some schools had particular practices that were noted by several teachers; yet, 
there was no consistency district-wide. Most o f the teachers reported having been 
assigned a mentor. Mentoring is a state mandate, and the schools were following through 
with that mandate. There was no evidence that the new/beginning teachers had been 
exposed to the implementation o f a local policy, procedure, or practice that extended 
beyond that of the state-mandated mentoring program. Their activities noted and the 
areas covered in their sessions were centered around the state-mandated mentoring 
program.
As a result, new teachers felt they had not received adequate support. This is 
supported by the teachers’ responses and comments noted in Chapter 4. Overall, many 
felt that the mentors and the administrators “had been at it too long” and were too far 
removed from the difficulties faced by new/beginning teachers.
4. What are the discrepancies between teachers and principals regarding the 
implementation of the teacher induction policy?
There was only one discrepancy noted in regard to the major focus o f teacher 
induction at the school site: the majority of the principals viewed the state program as 
support, while the teachers viewed the program as assessment. In responding to the new 
teacher orientation that was provided by the district and/or the school, the majority o f the 
new/beginning teachers reported having a district orientation and a school orientation, 
which coincides with the principals’ responses.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
144
5. What is the relationship between teachers’ perception of the implementation of 
the teacher induction policies and their employment plans for the following school 
year?
The teachers were asked about their employment status for the upcoming school 
year, and over half of them indicated that they would return to their current position.
Some noted that they would be transferring to another school district, and others reported 
that they would return to the same school in a different teaching position. The teachers 
who were leaving the school district were transferring to other areas, but some noted that 
they were returning to the university for professional development full-time. This may 
imply that the new/beginning teachers were not happy and that is why they left. Those 
transferring to other areas noted “better opportunities elsewhere” and “husband 
transferring” as their reasons for leaving.
There seems to be some relation as to those who were not favorable o f the teacher 
induction program or practice and their not returning to the same position at the same 
school. One teacher who was not returning noted, “The teachers and administrators have 
been very supportive as I learned district policy,” while another noted the following, “A 
coworker began teaching with me, but later left the profession and was hired by a private 
industry. She called me later and told me: Tt was amazing; they had orientation. 1 was 
told right then what to do, ways to do it, and encouraged continuously. There is no stress; 
I’ve got better pay and a positive environment to work around.’”
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Although 50% of the first year teachers were staying, 50% were leaving at the end 
o f the school year. Though some were moving as a result of a spouse being transferred to 
another location, some were changing to other professions.
6. To what extent do the teachers think the teacher induction policies are useful?
Teachers were asked to indicate the areas o f support that were provided for them 
as a beginning teacher and to rate those areas as “very helpful,” “helpful,” or “not 
helpful.” “School Policies and Procedures” and “District Policies and Procedures” were 
rated by the majority of the new/beginning teachers as being “very helpful” or “helpful.” 
Therefore, first year teachers regarded some activities as being more helpful than others. 
Recommended Changes to the Local Teacher Induction Program
Several components of teacher induction programs were mentioned in the 
literature; however, there was not evidence that these practices were found in the schools. 
They included:
1. Supervision that is totally divorced from the evaluation procedures, which is 
different from the Louisiana Teacher Assistance and Assessment Program.
2. Apparently, no school provided teachers with extra time for professional 
development, and no school gave new teachers a reduced teaching load.
3. Little or no release time was provided. One program provided release time for 
beginning teachers to attend one-hour per month small-group sessions that were 
unstructured to focus on the concerns o f the new/beginning teachers (The South Texas 
New Teacher Orientation Project, Dooley, 1970, from Zeichner, 1979).
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A similar program at Salem, New Hampshire, Program for Helping the Beginning
Teacher, held bi-monthly seminars for beginning teachers to exchange problems and
ideas (Marashio, 1971, from Zeichner, 1979).
California implemented an Induction for the Beginning Teacher Program that
provided a support network for beginning teachers to assist in making the transition from
student teaching to the realities o f teaching with an orientation, monthly seminars, and
follow-up (Huling-Austin, Odell, Ishler, Kay, & Edelfelt, 1989).
4. The district should consider collaborating with the nearby university
concerning the development o f  new teachers as reported by the school district. However,
when the university personnel who was responsible for field experiences, that is student
teaching, she faxed to me a statement from their NCATE Continuing Report:
Systematic assessment o f instruction uniformly yielded positive ratings o f the 
unit’s instructional quality and also continued to provide direction for unit 
improvements. Evaluative procedures included exit questionnaires and follow-up 
surveys of alumni. Student teachers evaluated their unit and classroom 
supervisors. Follow-up evaluations of first-year teachers were conducted, 
including interviews with the teachers’ principals, and the biannual evaluation by 
area superintendents was reinstated in 1997.
See Appendix L for the Follow-up Report of First Year Teachers. The literature indicates
that such cooperative ventures are a useful way to utilize joint efforts as demonstrated
with The Alabama First Year Teacher Pilot Program (Alabama S.E.D., 1974; Blackburn
et al., 1975 from Zeichner, 1979) and the Indiana Project CREDIT sponsored by Indiana
State University in collaboration with 10 school districts (Huling-Austin, Odell, Ishler,
Kay, & Edelfelt, 1989).
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A Teacher Induction Program at the University o f Wisconsin-Whitewater was a 
similar program provided by a team of professionals from the local school district and the 
university (Theune, 1983). Given the school system is near three universities, a program 
such as this could easily be developed.
Oakland School District and California State University at Hayward implemented 
the New Teacher Support Project that provided a second year follow-up component 
which instilled an expectation of continued professional development. This program was 
designed to increase the retention, effectiveness, and professional orientation among new 
teachers with a commitment to continuing professional development.
Albuquerque Publish Schools and the University of New Mexico provided a 
model o f school system and university collaboration where there was no responsibility for 
evaluation connected with continuing on the job, tenure, or certification (Huling-Austin, 
Odell, Ishler, Kay, and Edelfelt, 1989).
5. The district should consider implementing a formalized teacher induction 
process that limits teaching responsibility, provides assistance in gathering instructional 
materials, provides reduced workloads for experienced teachers who served as mentors, 
and which shifts students with problems to more experienced teachers. Such a program 
should also include specialized instruction that involves the community, the 
neighborhood, and the student (Neely, 1993).
This study revealed that some o f the activities that were noted in the literature on 
teacher induction were documented at particular school sites as activities scheduled in 
their teacher induction practices:
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1. Experienced teachers (mentors) were appointed to work with beginning 
teachers in the school district under study, and where possible they were paired with those 
teachers who teach the same subject areas. This is a good practice; it was recommended 
in the literature with the NASSP Project on the Induction o f Beginning Teachers and the 
Salem, New Hampshire, Program for Helping the Beginning Teacher (Hunt, 1968, and 
Swanson, 1968; Marashio, 1971; both in Zeichner, 1979).
2. An all day workshop is provided annually by the school district at the 
beginning o f the school year for new/beginning teachers. The literature recommended 
summer orientation that included half day workshops which would provide monthly 
demonstrations, classroom observations, and individual consultations. The literature also 
recommended weekend workshops on specific issues that are related to curriculum, 
teaching methods, and instructional materials (Wilmette Public Schools, 1969, in 
Zeichner, 1979).
3. Several principals at particular school sites mentioned the assessment team and 
specific cadres that assisted the new/beginning teachers, particularly in the development 
o f their professional growth plans. According to the literature, this is a good practice. For 
example, Broward County, Florida implemented the Beginning Teacher Program as a 
support network for new teachers. That program consisted o f a school-based team (a 
peer teacher, another professional educator, and a building-level administrator). In 
addition, funds were provided for a substitute (Huling-Austin, Odell, Ishler, Kay, and 
Edelfelt, 1989). However, the district as a whole had no overall policy for appointing
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cadres to assist new teachers, and several new teachers reported the need for such 
assistance.
When asked their greatest needs during the school year, some new teachers 
reported the following areas where more assistance was needed: “to talk to someone more 
experienced about various issues,” “someone to help me understand this setting and the 
children’s needs,’’“becoming comfortable with how to do everything at the beginning of 
the year,” “unsure of what was expected at the beginning o f the year.” “ a greater 
knowledge of the school’s policies and procedures,” “to know the in’s and out’s and 
procedures at my specific school,” “to gather information about what the assessment 
program required,” “I needed to improve on verbal and non-verbal praise and critical- 
thinking skills.” and “discovering how to implement computers.”
In summary, the review o f the literature revealed that the following components of 
teacher induction have been effective: (a) mentoring, (b) assistance provided by 
collaborative efforts among the college or university, the school district, and the state 
agency, (c) a reduced workload, (d) release time for the mentor and new/beginning 
teacher, and (e) a beginning of the year new teacher orientation with professional 
development activities scheduled throughout the first two or three years designed to meet 
the needs o f new/beginning teachers where the expectations of the district are 
communicated through seminars or workshops on the various aspects o f teaching that are 
o f priority in that district.
As a result of this study, I have developed a model of teacher induction that I 
believe to be more effective than the fragmented pieces o f teacher induction that are
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shown in the literature and that exist currently in most of our schools. I recommend a 
combination of the following components o f teacher induction: (a) a structured mentoring 
program that is separate and apart from assessment with training components for the 
mentors, (b) a reduced workload with release time provided for the mentor and the 
new/beginning teacher which also includes time for peer observations, smaller classes, 
fewer classes, fewer preparations, and no added responsibilities, (c) a beginning o f the 
year new teacher orientation that is provided by the district and the individual school,
(d) professional development, that includes workshops, seminars, or inservices that are 
mandated for at least the first year and are designed to deal with the problematic issues and 
concerns of first year teachers along with specific aspects of teaching that are o f priority in 
the school district, and (e) collaboration between the school district and the university 
where there is in-class assistance which includes demonstrations of instructional or 
management techniques in the new/beginning teachers classrooms. One component 
standing alone without the others is not sufficient.
Conclusions
In spite o f the strong research findings on the value and merit o f  teacher induction 
programs or practices, many schools in this study only implemented fragments o f an 
effective teacher induction program. One-fourth of the schools in this district did not 
provide new teacher orientation programs for their new^eginning teachers. Those 
schools that implemented induction programs did not include some o f the important 
components o f effective teacher induction programs that the literature indicates to be 
successful. Most schools went beyond the state-mandated mentoring program to assist
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their beginning teachers, but not very far. In some instances, schools implemented the 
state-mandated mentoring program without changing behavior with regard to supporting 
new teachers (i.e., one teacher was forced to take two evening classes during the work 
year).
Results of this study indicate that district-level reform policies are also subject to 
a great deal o f interpretation at the local level. For example, in some schools the 
mentoring programs were implemented without changing the fundamental way that 
schools treat teachers. Assistance for the new teachers was provided; however, it was 
centered around the state mentoring program focusing on assessment, not on the real 
needs of the new teachers.
There is also some indication that Central Office Staff members were not familiar 
with the practices related to teacher induction at the school site. In some instances, the 
Assistant Principal or the Program Coordinator may have known more o f the details 
pertaining to teacher induction than the principal. In such cases, the principal was unable 
to provide all the data necessary to make an accurate assessment o f the teacher induction 
practices in that school.
There was some disagreement between teachers and principals regarding whether 
an induction program was in place or not and regarding its effectiveness. Many teachers 
considered the mentoring program to be an assessment device, not an induction tool, very 
similar to formative and summative evaluation. Summative evaluation has been defined 
as potentially punitive while formative evaluation, as non-punitive and related to normal 
career development. Sutton (1989) delegated the responsibility for initiating summative
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evaluation to Central Office Staff, while principals were responsible for formative 
evaluation. To improve instruction, Rothberg (1984) proposed formative assistance that 
is conceptually separated from summative evaluation. He explained how teacher 
improvement requires that others get involved, teachers, department chairs, students, 
parents, and administrators. He noted that summative evaluation is separate from the 
growth process and should only involve the administrator and the teachers. According to 
Belenski (1983), the main purpose o f formative evaluation is to determine the level which 
a teacher masters a learning task along with identifying the areas that were not mastered. 
Belenski described formative evaluation as a short term effort on specific content that 
highlights specific areas that need improvement or remediation and summative evaluation 
as a long term effort that focuses on transferable abilities that occur when it is too late to 
modify the process that is under study. She recommends that educators incorporate both 
summative and formative evaluation in program development. However, Misanchuk 
(1978) described situations that arise where evaluations are neither formative nor 
summative in role.
The summative theory seems to be the major focus o f teacher induction in this 
particular school district in that the state-mandated mentoring program calls for an 
assessment o f teaching competence where judgements are made on certification or over a 
period of time, dismissal. Bulcock (1984) noted the many possibilities for errors o f 
judgement on the part o f evaluators with a summative evaluation. Bulcock also noted 
that formative evaluation calls for the improvement o f teaching through self-identification 
of a teacher’s strengths and weaknesses through interaction and feedback. With this
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approach, care is taken to avoid ranking the teacher or making a judgement call about the 
teacher’s ability. The formative approach is the intent of the teacher induction model that 
is recommended in this study. The major goal is to provide assistance for the 
new/beginning teacher, not a punitive action.
Until school districts offer beginning teachers support, that is effective, 
comprehensive teacher induction programs, we will continue to lose bright, well educated 
teachers to other professions. If this tide is not stemmed, who will teach our children 
throughout the new millennium?
Implications
The major findings o f this study are consistent with current literature as noted by 
Huling-Austin, Odell, Ishler, Kay, and Edelfelt (1989). They reported that teacher 
induction programs include the following to be effective: improving teacher 
performance, increasing the retention o f those new/beginning teachers with promise, 
promoting the professional and personal well being of beginning teachers by providing 
support and assistance to them to reduce the problems they encounter, satisfying 
mandated requirements that are related to induction and certification, and transmitting 
the system’s culture to the beginning teachers. It appears that while this district did meet 
some o f the goals (i.e., promoting the well being of beginning teachers by providing 
support and assistance to them and by reducing the problems they encounter, satisfying the 
requirements that are related to induction and certification, and transmitting the system’s 
culture to the beginning teachers), others need to be addressed (that is improving teacher 
performance and increasing the retention rate o f those promising new teachers. With
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comprehensive, effective induction programs, the percentage o f  teachers leaving the 
profession could be reduced.
In many instances, the only induction noted was that o f the state-mandated 
mentoring program. The other components of teacher induction as identified in the 
literature haphazardly came to surface; there was no evidence o f a structured teacher 
induction program.
Another implication is that state mandates are not implemented the way they are 
presented by the policy makers. Adjustments are made in the implementation process, 
and the original intent is not followed.
In fact, teacher induction in the district may be of poorer quality than is provided 
in private industry. One beginning teacher noted that a co-worker had left teaching and 
was now employed by a private industry which provided the former teacher with an 
orientation, company expectations , and rewarding incentives.
If there were district and school policies that addressed teacher induction, there 
would be a strong need to monitor the activities that take place during the process. There 
would also be a need to outline the district’s and school’s expectations to what a 
beginning teacher should encounter. Teacher induction activities should be submitted to 
Central Office to monitor implementation.
It was also apparent that the Central Office Staff was not as aware o f the induction 
practices at individual school sites as they should have been. For example, the Central 
Office Staff labeled the “most effective” and the “least effective” schools.
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On several occasions, the principals reported that their new teacher orientation was 
for everyone, not just new teachers. This seems as if it were the beginning o f the year 
faculty meeting, not teacher induction.
Limitations of the Study
Only one school district was surveyed; however, there was a variety of schools 
involved based on the following; (a) educational level (elementary, junior high, and high 




The stakeholders have been identified as the teachers, central office administrators, 
university personnel, school boards, students, and the Louisiana Department o f Education. 
The recommendations for the school district include the following recommendations:
1. Central Office Staff members should revise or restructure the teacher induction policy 
with specific components o f teacher induction outlined. They should also monitor its 
implementation closely.
2. The school district should require that a new teacher orientation be conducted at each 
individual school site -o n e  that is separate and apart from and prior to the beginning of the 
year faculty meeting.
3. Funding should be provided for teacher induction practices to permit the hiring of 
substitutes to provide release time for teachers to observe and to attend professional
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growth activities as needed and to provide financial incentives for mentors and 
new/beginning teachers.
4. Administrators should examine teachers’ working conditions and make 
adjustments where necessary to retain teachers and to discourage early departure.
5. The school district should recruit those teachers who have similar geographical 
surroundings as the school district
6. The school district should sponsor Future Teachers o f  America clubs and implement 
career education programs with emphasis placed on the new teacher returning home to 
teach.
7. The school district should take measures in working as a liaison between teachers and 
the community in socialization matters by involving community members in programs at 
particular school sites o f interest and providing opportunities for communication between 
educators and community members.
8. Professional growth and development of new/beginning teachers should be 
encouraged and rewarded.
9. The school district and the surrounding universities should work together to establish a 
partnership for preparing teachers for their first year.
10. Experienced teachers should be encouraged to take the leadership role in forming a 
coalition to develop an induction program for new teachers in a particular school district.
11. Principals should be encouraged to assign mentors in the same subject area as the 
new/beginning teacher, especially in the special services area.
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12. Each school should inservice its teachers on the opening and closing procedures, 
particularly filling out specific forms.
13. Those principals who are not meeting the standard for teacher induction should be 
given specific directions as to the expectation o f the school district.
The recommendations for nearby universities include the following:
1. University personnel should track their graduates who are employed in nearby districts, 
particularly those within a 30-50 mile radius from Northeast, Tech, or Grambling.
2. Universities should take the leadership role to establish a task force to meet the needs of 
new teachers.
3. Universities should assist school districts in developing teacher induction materials 
(i.e., brochures, booklets, and new/beginning teacher packets that include helpful hints for 
the new teachers).
4. Universities should assist school districts in preparing grant proposals to fund 
recruitment and new teacher induction materials.
The State Department could offer specific guidelines in Bulletin 1525 that 
addresses how a local teacher induction program should be implemented. This could be 
included in Section 6.9.
Recommendations for Future Research
Further research on teacher induction is encouraged. For purposes o f this study, 
only the teachers who were nonrespondents were interviewed. An in-depth study of new 
teachers could be conducted. Further research could involve interviewing and surveying
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
158
university personnel who are involved in teacher education, particularly those who 
supervise student teachers. Their responses could be compared with those of the Central 
Office Staff, principals, and teachers. Further research could also be conducted surveying 
model elementary, junior high, and high schools from 10-15 select school districts across 
the state. A larger sample could be used to replicate the study, possibly surveying across 
the state or even a nation-wide study. This study could also be replicated with different 
means of data collection. An ethnographic study would also contribute to the construct of 
teacher induction. A longitudinal study could be conducted to see if a change occurs in 
the new teachers’ responses over a period of time (i.e., at the beginning of the school 
year, possibly one month into the school year and toward the end of the school year).
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L S I  C O T  I . K C K  ( ) K  l-'.RI ( A  I ' l O N
T it le  o f S t U i ’V  A d o r e : . : ,* : . :  t l.o ■ : •
I  ; u ! m  C i o : - .  ! ' r  o r . :  .
Principal in-.oMiijator •K‘l:ht-'' • '“ “ - C .V ::
Faculty ' ' u c c r v i s c r ' Ur. n i c i u n i  ru.-.^cv 
( i f  student project) Name,Fr.no
Dates o f  p r o o o se d  project p en cd :  From May, TAO_________  Xo J u l y .  0 9 9
ITEM  ! Y E S j N O  j
1. This study will be conducted in in  estaciished o r com m only accepted educational 1 i  i  
setting (sch o o ls, universities, sum m er program s. e tc .; j "  j




! Tnis study  w ill involve ecucauonai p rac tice; sucn a ; instructional stra tegies or 1 c c tn o an so n  am ong  educauonal techniques, curricula. o r c lassroom  m anagem ent | 
stra tegies.
X
! 4. Tnis study  w ill involve educanonal tesung (cognitive . d iagnostic, aptitude, 
achievem ent). X
5. This study  w ill use data, docum ents, or records that existed  prior to the sruay X
6. This study  w ill use surveys a r interview s concern ing  content that is an£ related 
to instruc tiona l pracnces.
7. T his study  w ill involve procedures o ther than those described  in num bers 3 ,-t.j 
o r 6.
i f  yes. d e sc rib e : X i
S. This study w ill deal w ith sensitive aspects o f  su b jec ts’ and/or su b jec ts ’ fam ilies’ 
lives, su ch  os sexual behav ior o r use o f a lcohol o r o th e r drugs.
i
X !
9. D ata w ill be recorded so that the subjects canno t be identified by  anyone o ther 
than the researcher.
X
10. In form ed  consen t o f  subject IS and older, and /o r o f  the parents/guardian  o f  m inor 
ch ild ren , w ill be obtained. X
11. A ssen t o f  m inors (under age 13) will be ob tained . (A nsw er i f  S2 above is YHS) M/A M/A i
12. A pproval fo r th is study will be obtained from the appropria te  au tho rity  in ihe 
edu cau o n a l setting -
Attach an abstract o f  the study and a copy o f the consent torm(s) to be used. Lf your answer(s) to 
numbers 6 and/or 7 is(are) YES. attach a copy o f any surveys, interview protocols, or other 
procedures to be used.
* N oter Surveys and in terv iew s r e la t e  to  teach er  in d u ction  p r a c t ic e s .
-OVER-
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ASSURANCES
As the principal investigator tor the proposed research study, [ assure that the following conditions 
will be met:
1. Tne hum an subjects are volunteers.
2. Subjects know that they have the freedom  to withdraw at any time.
3. Tne data collected will not be used for any purpose not approved by the subjects.
a. Tne subjects are guaranteed confidentiality.
5. Tne subjects wiil be informed beforehand as to the nature of their activity.
b. T ie  nature the activity will not cause any physical or psychological harm to the subjects.
7. Individual performances w ill not be disclosed to persons other than those involved in the
research and authorized by the subject.
8. If minors are to participate m this research, valid consent will be obtained beforehand from
parents or guardians.
9. .Ail questions will be answ ered to the satisfaction o f the subjects.
10. Volunteers will consent by signature if over the age of 6.
Principal Investigator Statement:
I have read and agree to abide by the standards of the Belmont Report and the 
Louisiana State University policy on the use of human subjects. I will advise the 
Office of the Dean and the University’s Human Subject Committee in writing of 
anv significapt-changes in the procedures detailed above.
Signature! /  ifiiOL#M Date O1 f a  f a g
Faculty Supervisor Statement (for student research projects):
I have read and agree to abide by the standards of the Belmont Report and the 
Louisiana State University policy on the use of human subjects. I will supervise 
the conduct of the proposed, project in accordance with federal guidelines for 
Human Protection. I will advise the Office of the Dean and the University’s 
Human Subject Committee in writing of any significant changes in the 
procedures detailed above. ~
S ignature _____________ Date (Q J  f  J ________
R e v ie w e r re c o m m e n d a tio n :
exemption from ERB oversight. (File this signed application in the D ean’s Office.)
expedited review for m inim al risk protocol. (Follow ERB regulations and subm it 3
copies to the Dean's Office.)
fuii review. Foilow ERB regulations and submit 13 copes tcf the(D ean 's Office.)
M \  jib.l'l'i l \ \  i l l  ;H ( i l l  I V. _ _ _ _ _ _ _ _ _ _ _ - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Name o f A uthorized  R ev iew er (P nn t) /  Signature /  Date
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CONSENT FORM
Title: Addressing the Problems of Beginning Teachers: An Evaluation of Teacher 
Induction Programs
Project Director: Daphene O. Singleton (Principal Investigator);
(318) 325-0601, Ext. 3064
Dr. Richard Fossey (Faculty Supervisor); (225) 388-2208
Purpose of the Research:
The purpose o f this study is three-fold: 1) to determine the characteristics o f 
teacher induction programs in the Ouachita Parish School System, based on what actually 
takes place in classrooms and on pertinent literature on teacher induction,
2) to determine the relationship between teacher induction and retention, and 3) to 
determine if teacher induction practices are useful to new and/or beginning teachers.
Procedures for the Research:
A program evaluation will be used to assess the teacher induction programs in the 
Ouachita Parish School System. The researcher will contact the Superintendent by phone 
to schedule an appointment to get permission to conduct this study. The Consent Form 
will be personally delivered to the Superintendents acknowledging their permission was 
granted. The Central Office staff person(s) who serve(s) as a contact person for the 
Louisiana Assistance and Assessment Program and the principals within the school 
district will be contacted and asked to participate in the study. The contact person and 
selected principals in the district will be surveyed to determine the assistance that was 
provided to the beginning teachers. The new teachers who were assessed in the Louisiana 
Assistance and Assessment Program for the 1998-99 school year will be asked to 
participate in this study. They will also receive a survey pertaining to the assistance that 
was provided by the district and the influence that assistance has had on their job 
performance.
The interviews should only take about 15 -20 minutes; the completion of the 
survey, 10-15 minutes. The new teachers who were assessed in the Louisiana 
Assistance and Assessment Program for the 1998-99 school year will be asked to 
participate in this study. They will also receive a survey pertaining to the assistance that 
was provided by the district and the influence that assistance has had on their job 
performance. The researcher will also seek to determine common characteristics o f the 
teacher induction programs and the perceived needs o f beginning teachers.
Potential Risks:
The safety and privacy of the participants involved in this study are insured. The 
data will be recorded so that the participants will not be identified by anyone other than 
the researcher. The study poses no danger to the participants. Anonymity will be
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
171
preserved. Should any questions or concerns arise, my number, along with the faculty 
supervisor’s number, is listed above; please don’t hesitate to call.
Potential Benefits:
It is the desire o f the researcher to provide a general concept o f  teacher induction 
that will undergird the development o f a teacher induction model that will guide future 
studies and/or evaluations o f such programs. In addition, the goal o f  this study is to 
provide stakeholders, namely: teachers, central office administrators, university 
personnel, school boards, and the Louisiana Department o f Education with evidence that 
shows the value of good teacher induction programs, separate and apart from the state 
assessment mentoring program.
It is the hope of the researcher that the data reveal what induction formats actually 
work and which ones need to be replaced with other techniques. In spite o f the past thirty 
years o f professional concern with teacher induction, much more work is needed to 
develop good programs. To this date, many schools do not implement any teacher 
induction program beyond the pre-Labor Day welcoming speeches. The business- 
industry community has long recognized the importance of induction o f new employees; 
the educational community is rapidly realizing the significance o f well-designed 
induction programs for beginning teachers and the consequences o f  failing to provide 
such programs.
Alternative Procedures:
The participants’ involvement is strictly voluntary; they may withdraw and 
terminate participation at any time without consequence.
Protection of Confidentiality:
The researcher is committed to respect the rights of others, and this evaluation 
will be conducted legally, ethically, and with regard for the welfare o f  the participants 
involved in the evaluation, along with those who will be affected by the results. Neither 
school district will be named; throughout the study, they will be referred to as School 
Districts “X” and “Y” . No schools will be identified; they will be assigned alphabets to 
protect their identity. No individual persons will be identified. The anonymity o f the 
participants involved will be preserved.
Signature:
I have been fully informed o f the procedure described above with its possible 
benefits and risks. I give my permission for the district’s participation in the study.
Signature of Participant Date
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Daphene O. Singleton
P. O. Box 7054 
Monroe, LA 71211 
Home Phone: 322-4002 





DATE: May 17, 1999
SUBJECT: Participation in Research Study
This memo is written to request your participation in tilling out the attached 
survey for principals and in the dissemination o f the attached forms to the new and/or 
beginning teachers at your school.
I am a doctoral student at LSU (Baton Rouge) pursuing a Ph.D. in Education 
Administrative and Foundational Services. I have chosen the topic of “teacher 
induction,” which is defined in this study as a systematic effort to assist new teachers in 
performing their first work experiences of prospective career teachers. Induction is an 
ongoing attention and support that provides services to help meet the needs o f beginning 
teachers.
The purpose o f this study is three-fold: 1) to determine the characteristics of 
teacher induction programs in the school district in northeast Louisiana, based on what 
actually takes place in classrooms and based on pertinent literature relating to teacher 
induction, 2) to determine the relationship between teacher induction and retention, and 
3) to determine if teacher induction practices are useful to new and/or beginning teachers.
Dr. Johnson has approved this study, and ultimately the Monroe City School 
Board will be given a copy o f the data collected and the findings, along with 
recommendations to improve the existing induction practices in the district.
Please return the completed forms, yours and those from your new teachers, in the 
enclosed envelope to the Central Office addressed to me by Friday, May 21st.
Your cooperation is most essential if  this study is to be successful. All 
information will be strictly confidential. The name of the school district, the name of 
your school, and your name will NOT be associated with any responses. The anonymity 
o f all persons involved will be preserved. Your immediate attention is truly appreciated, 
and thanks in advance for your assistance. If you have any questions, please feel free to 
call me.
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Daphene O. Singleton
P . O . B o x  7 0 5 4  
M o n r o e , L A  7 1 2 1 1  
H o m e  P h o n e :  3 2 2 - 4 0 0 2  
W o rk  P h o n e : 3 2 5 - 0 6 0 1 ,  E x t. 3 0 6 4  
F A X : 3 2 3 - 2 8 6 4  
In ter n e t E -m a il:  d s in g le @ m o n r o e .k l2 .1 a .u s
May 17, 1999
Dear Fellow Educators,
This letter is written to request your participation in filling out the attached survey 
for new and/or beginning teachers and returning the completed form to your principal by 
Friday, May 21st.
I am a doctoral student at LSU (Baton Rouge) pursuing a Ph.D. in Educational 
Administration and Foundational Services. I have chosen the topic o f “teacher 
induction,” which is defined in this study as a systematic effort to assist new teachers in 
performing their first work experiences o f prospective career teachers. Induction is an 
ongoing attention and support that provides services to help meet the needs o f beginning 
teachers.
The purpose o f this study is three-fold: 1) to determine the characteristics o f 
teacher induction programs in the school district in northeast Louisiana, based on what 
actually takes place in classrooms and based on pertinent literature relating to teacher 
induction, 2) to determine the relationship between teacher induction and retention, and 
3) to determine if teacher induction practices are useful to new and/or beginning teachers.
Dr. Johnson has approved this study, and ultimately the Monroe City School 
Board will be given a copy of the data collected and the findings, along with 
recommendations to improve the existing induction practices in the district.
Your cooperation is most essential if this study is to be successful. All 
information will be strictly confidential. The name of the school district, the name of 
your school, and your name will NOT be associated with any responses. The anonymity 
o f all persons involved will be preserved. Your immediate attention to filling out this 
survey is truly appreciated, and thanks in advance for your assistance. If you have any 
questions or concerns, please feel free to call me.
Respectfully submitted,
Daphene O. Singleton
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Daphene O. Singleton
P. O . B o x  7 0 5 4  
M o n r o e , L A  7 1 2 1 1  
H o m e  P h o n e : 3 2 2 - 4 0 0 2  
W o rk  P h o n e : 3 2 5 - 0 6 0 1 ,  E x t. 3 0 6 4  
F A X : 3 2 3 - 2 8 6 4  
In tern e t E -m a il: d s in g le @ m o n r o e .k l2 .1 a .u s
June 14, 1999
Dear Fellow Educator,
Thank you for taking a few moments out o f your busy schedule and giving me the 
opportunity to interview you over the phone on the questions asked in my survey of other 
new and or beginning teachers about the teacher induction practices in the Ouachita 
Parish School District.
As I shared with you over the phone, I am a doctoral student at LSU (Baton 
Rouge) pursuing a Ph.D. in Educational Administration and Foundational Services. I 
have chosen the topic o f “teacher induction,” which is defined in this study as a 
systematic effort to assist new teachers in performing their first work experiences of 
prospective career teachers. Induction is an ongoing attention and support that provides 
services to help meet the needs o f beginning teachers.
The purpose of this study is three-fold: 1) to determine the characteristics of 
teacher induction programs in the school district in northeast Louisiana, based on what 
actually takes place in classrooms and based on pertinent literature relating to teacher 
induction, 2) to determine the relationship between teacher induction and retention, and
3) to determine if teacher induction practices are useful to new and/or beginning teachers.
Dr. Johnson has approved this study, and ultimately the Ouachita Parish School 
District will be given a copy of the data collected and the findings, along with 
recommendations to improve the existing induction practices in the district.
Your cooperation was most essential for this study to be successful. All 
information will be strictly confidential. The name of the school district, the name of 
your school, and your name will NOT be associated with any responses. The anonymity 
of all persons involved will be preserved.
Please sign and date the attached Consent Form and return it in the enclosed 
stamped envelop at your earliest possible moment. If you have any questions or concerns, 
please feel free to call me.
Respectfully submitted,
Daphene O. Singleton
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Singleton Support Interview Instrument (SSII-1)
(C e n tr a l O f f i c e  S ta ff )
Directions: I will ask you several questions, and there are no right or wrong answers.
You are entitled to your own opinion. Please be as candid as possible in 
responding to the questions. The information gathered will be used for 
research purposes only. No value judgement about individuals will be 
made. All information will be kept strictly confidential.
Demographic Information
Name______________________________________________________________________
Title___________________________________  Years in Position______________
Sex  Male  Female





 Other (Please specify.)____________________________________________
Teacher Induction Program
1. Does your school district provide assistance and/or support to new/beginning
teachers during their initial year o f teaching? Yes  No
Please explain.________________________________________________________
2. Was there a formal induction program during the 1998-99 school year in your 
school district for new/beginning teachers beyond what’s required by the state 
department as it relates to mentoring?  Yes No
If yes, please explain.________________________________________________
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3. Do you assign buddy teachers (mentors) to your new/beginning teachers?
 Yes  No
If yes, please explain how this is done in your district.
.Are stipends provided for the mentors?  Yes  No
Explain.
Is release time provided for the mentor? Yes No
Explain.
Is special training provided for those who work with new/beginning teachers?
Yes No
Explain.
4. How long has your teacher induction program existed? 
Why did the teacher induction begin in your district? _
5. Is the program required or mandatory for all new/beginning teachers?
 Yes  No
6. What is the major focus o f your induction program?
 Assessment, providing evaluation o f the beginning teacher; tied to
certification
 Remediation, providing corrective measures for unsatisfactory
performance 
 Support, providing general assistance
 Other. Please specify.______________________________________
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7. Which of your schools, in your opinion, have the most effective teacher induction 
program? The least effective?
Most Effective Least Effective
8. Was there a district New Teacher Orientation provided for new/beginning 
teachers?
 Yes  No
If so, please look over the items listed here and check the appropriate response as 
it relates to your personal opinion about teacher induction in your district.
Give them a copy of SSS-1 to complete. 
Ask about the district’s mailing system.
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Singleton Support Interview Instrument (SSII-2)
(P r in c ip a ls )
Directions: I will ask you several questions, and there are no right or wrong answers.
You are entitled to your own opinion. Please be as candid as possible in 
responding to the questions. The information gathered will be used for 
research purposes only. No value judgement about individuals will be 
made. All information will be kept strictly confidential.
Demographic Information
Name________________________________________________________________________
Title___________________________________  Years in Position_______________
Sex  Male  Female





 Other (Please specify.)_____________________________________________
Teacher Induction Program
I . Beyond the mentoring program included in the Louisiana Assistance and
Assessment Program mandated by the state, what type of assistance is provided to 
new and/or beginning teachers at your school?
Please d e s c r i b e . _________________________________________________
2. Is there a written policy pertaining to the assistance that is provided for new and/or 
beginning teachers?  Yes  No
Are there activities provided for new and/or beginning teachers that are 
“understood practices?”  Yes No
If yes, please explain.____________________________________________________
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How long has this program existed?________________________________________
Why did this program begin?
Explain._______________________________________________________________
Orientation
Did you have a new teacher orientation on site for your new and/or beginning 
teachers? (See #7 on survey, if available.)  Yes  No
What actually occurred?_____________________________________________
Did you provide your new and/or beginning teachers with a handbook?
 Yes  No
What was the forum for receiving the handbook (i.e., your office, one-on-one; in a 
group meeting; with the full faculty, etc.)
What specific areas did you go over with them?
4. Collaboration
Was any university assistance provided for the new and/or beginning teacher? 
(See #8 on survey if available.) _____ Yes  No
Please explain.______________________________________________________
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Any district assistance?  Yes  No
Please explain._____________________________________________
Any workshops and/or seminars?  Yes  No
Please explain. What specific topics were presented?____________
5. Reduced Workload
Did you reduce the workload for new and/or beginning teachers?
Yes No
Please explain..
Did the new and/or beginning teachers have smaller classes, less responsibilities, 
and/or relief from students with discipline problems?
Yes No
Please explain..
Did you provide opportunities for peer observation for the new and/or beginning 
teachers? Yes No
Please explain.
If survey form is available, see if any specific items need to be addressed or clarified.
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Singleton Support Interview Instrument-3 (SSII-3)
(S u p e r in te n d e n t)
Demographic Information
Name__________________________________________________________________
Title___________________________________  Years in Position_________
Sex  Male  Female





 Other (Please specify.)________________________________________
The District Teacher Induction Program
1. What written policies and procedures exist regarding teacher induction?
2. To what extent are principals aware o f the teacher induction policies and to 
what extent are they implementing those policies?
3. To what extent are teachers aware o f the teacher induction policy and to what 
extent do they perceive that the policies are being implemented?
4. What are the discrepancies between teachers and principals regarding the 
implementation of the teacher induction policy?
5. What is the relationship between teachers’ perception of the teacher 
implementation policies and their employment plans for the following school year?
6. To what extent do the teachers think the teacher induction policies are useful?
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Singleton Support Survey- l(SSS-l)
(C e n tra l O ff ic e  S ta ff)
Directions: Please fill in the information requested below. There are no right or wrong
answers. Each person is entitled to his/her opinion. Please be as candid as 
possible in responding to the questions. The information gathered will be 
used for research purposes only. No value judgement about individuals 
will be made. All information will be kept strictly confidential.
1. Was there a district New Teacher Orientation provided for new/beginning 
teachers?
Yes No
If so. please check the specific topics that were covered during the orientation 
session.
(Read the following list and check off those topics included.)
 Welcome to the district/District Policies
 Meeting the district administrators
 Meeting the Central Office staff and/or School Board Members
 Meeting community partners





 Access to audio/visual materials
 Access to technology to use in the classroom
 Other (Please specify.)
Comments.
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2. In your opinion, who provided the most assistance for your new/beginning
teachers?
Very Helpful Helpful Not He
Principal 3
Other school administrators 3 2
Buddy teachers/Mentors 3 2
Team teaching partners 3 2
(Grade level/Department)
Other classroom teachers 3 2
District administrator 3 2
College/University supervisors 3 2
Other new/beginning teachers 3 2
Others (Please specify.) 3 2
pful
Comments.
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3. Please check the activities that were included throughout the school year in your
teacher induction program and rate them accordingly.
Very Helpful Helpful Not He
a. Mentoring 3 2
_b. Release time 3 2
_c. Orientation 3 2
_d. University Support 3 2
_e. District Support 3 2
_f. School Support 3 2
_g. Staff Meetings 3 2
_h. Workshops 3 2
j .  Profess. Assoc. Meetings 3 2
j .  Observations/Evaluations 3 2
_k. Feedback from Obs./Evals. 3 2
_1. Visiting Other Schools 3 2
_m. Working on Committees 3 2
_n. Participation in Professional
Development Activities 3 2
(District)
_o. Participation in Prof.
Dev. Activities (Other) 3 2
_p. District orientation 3 2
_q. Extra-curricular activities 3 2
_r. Self study 3 2
_s. Other (Please specify.) 3 2
pful
4. Which of the activities listed above were mandatory? (Specify by letter[s].)
Which of the activities listed above were voluntary? (Specify by letter[s].)
Which of the activities listed above were planned but did not occur? (Specify by 
letter[s].) _____  _____  _____  _____  _____
Which of the activities listed above do you feel should NOT be a part o f a teacher 
induction program?
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5. Please check the following areas of support that were provided for new/beginning 
teachers during the school year, and rate them accordingly.
Very Helpful Helpful Not Helpful
School Policies and Procedures 3 2
District Policies and Procedures 3 2
Teachine Duties and Responsibilities 3 2
Communication with Parents 3 2
Curriculum 3 2
Student Assessment 3 2
Teacher-Student Communication 3 2
Classroom Management 3 2
Discipline 3 2
Self Evaluation J 2
Corporal Punishment 3 2
Instructional Planning 3 2
Stress Management 3 2
Relations with Colleagues 3 2
6. Please describe and/or comment on the perceived strengths o f the district’s teacher 
induction program.
Strengths:_____________________________________________________________
7. Please describe and/or comment on the perceived areas that need improvement in 
your teacher induction program.
Areas that need improvement:____________________________________________
8. In reviewing your staffing for next year, do you know o f any new teachers who are 
voluntarily NOT returning to the district to teach?
 Yes  No
If yes, please explain why they are not returning?____________________________
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9. If you were to recommend further staff development or further support and











 Guidance and Support
 Communication with Colleagues
 Administrator’s support
 Lighter Teaching Load
 Communication with Parents
 Teaching Techniques or Strategies
 Delivery o f Content
 School Equipment
 Transitions in Lessons
 Student Assessment
 Community Involvement
 Teaching Responsibilities/Duties (Record keeping)
 Diagnosing Student Learning
 Conflict Management
 Time Management
 Other (Please specify.)
10. In your opinion, what were the new/beginning teachers’ greatest needs?
How did your district attempt to meet those needs?
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Singleton Support Survey-2
(P r in c ip a ls )
Directions: Please fill in the information requested below. There are no right or wrong
answers. Each person is entitled to his/her opinion. Please be as candid as 
possible in responding to the questions. The information gathered will be 
used for research purposes only. No value judgement about individuals 
will be made. All information will be kept strictly confidential. 
Demographic Information
Name________________________________________________________________________
Title___________________________________  Years in Position________________
Sex  Male  Female





 Other (Please specify.)_____________________________________________
Teacher Induction Program
1. Does your school provide assistance and/or support to new/beginning teachers 
during their initial year o f teaching? _____ Yes  No
If yes, please describe.__________________________________________________
2. Was there a formal induction program during the 1998-99 school year a t your
school beyond what’s required by the state department as it relates to mentoring?
 Yes  No
If yes, please Describe.__________________________________________________
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3. Do you assign buddy teachers (mentors) to your new/beginning teachers?
 Yes  No
If yes, please explain how this is done in your school._________________
Are stipends provided for the mentors? Yes No
Explain.
Is release time provided for the mentor? Yes No
Explain.
Is special training provided for those who work with the new/beginning teachers 
at your school? Yes No
Explain.
4. How long has the teacher induction program existed at your school site? 
Why did the teacher induction program begin at your school?_________
Is the program required (or mandatory) for all new/beginning teachers?
 Yes  No
5. What is the major focus o f the teacher induction program at your school?
 Assessment, providing evaluation o f the beginning teacher; tied to
certification
 Remediation, providing corrective measures for unsatisfactory
performance 
 Support, providing general assistance
 Other. Please specify._______________________________________
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6. In reviewing your staffing for next year, do you know of any new teachers who are 
voluntarily NOT returning to your school to teach?
 Yes  No
If yes, please explain why they are not returning?____________________________
7. Was there an on site New Teacher Orientation provided for new/beginning 
teachers?
 Yes  No
If so, please check the specific topics that were covered during the orientation 
session.
 Welcome to the schooI/School policies
 Meeting the school administrators
 Meeting the staff
 Meeting parents





Access to audio/visual materials
Access to the use of technology in the classroom 
Other (Please specify.)_______________________
Please check the assistance that was provided for your new^eginning teachers and 
rate each one as appropriate.
Very Helpful Helpful Not Helpful
 Principal 3 2
 Other school administrators 3 2
 Buddy teachers/Mentors 3 2
 Team teaching partners 3 2
(Grade level/Department)
 Other classroom teachers 3 2
 District administrator 3 2
 College/University supervisors 3 2
 Other new/beginning teachers 3 2
Others (Please specify.) 3 2
Comments:
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9. Please check the activities that were included throughout the school year in your 
teacher induction program and rate them accordingly.
Very Helpful Helpful Not Helpful
a. Mentoring 3 2
b. Release time 3 2
c. Orientation 3 2
d. University Support 3 T
e. District Support 3 2
f. School Support 3 2
. g- Staff Meetings 3 2
h. Workshops 3 2
i. Professional Association Meetings j 2
i. Observations/Evaluations j 2
k. Feedback from Obs. & Evals. 3 2
1. Visiting Other Schools 3 2
m.
n.




Development Activities (District) 
Participation in Professional
3 2
Development Activities (Other) 3 2
P- District orientation 3 2
q. Extra-curricular activities 3 2
r. Self study 3 2
s. Other (Please specify.) 3 2
10. Which of the activities listed above were mandatory? (Specify by letter[s].)
Which of the activities listed above were voluntary? (Specify by letter[s].)
Which of the activities listed above were planned but did not occur? (Specify by 
letter[s].)
Which of the activities listed above do you feel should NOT be a part o f a teacher 
induction program?
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11. Please check the following areas o f support that were provided for new/beginning 
teachers during the school year and rate them accordingly.
Very Helpful Helpful Not Helpful
School Policies and Procedures 3 2
District Policies and Procedures 3 2
Teaching Duties and Responsibilities 3 2
Communication with Parents 3 2
Curriculum 3 2
Student Assessment 3 2
Teacher-Student Communication J 2
Classroom Management *\J 2
Discipline 3 2
Self Evaluation 3 2
Corporal Punishment 3 2
Instructional Planning 3 2
Stress Management 3 2
Relations with Colleagues 3 2
12. Please describe and/or comment on the perceived strengths of the teacher 
induction program at your school.
Strengths:______________________________________________________
13. Please describe and/or comment on the perceived areas that need improvement in 
the teacher induction program at your school.
Areas that need improvement:____________________________________________
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14. If you were to recommend further staff development or further support and 












 Guidance and Support
 Communication with Colleagues
 Lighter Teaching Load
 Communication with Parents
 Teaching Techniques or Strategies
 Delivery o f Content
 School Equipment
 Administrator’s support
 Transitions in Lessons
 Student Assessment
 Community Involvement
 Teaching Responsibilities/Duties (Record keeping)
 Diagnosing Student Learning
 Conflict Management
 Time Management
 Other (Please specify.)_____________________________________________
15. In your opinion, what were the new/beginning teachers’ greatest needs at your 
school?
How did you attempt to meet the needs o f the new/beginning teachers at your 
school?
Thank you for your assistance and your cooperation.
Please collect the forms disseminated to your new and/or beginning teachers and 
return them, along with this form, to the Central Office by Friday, May 21st.
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Singleton Support Survey-3
(N e w /B e g in n in g  T e a c h e r s )
Directions: Please fill in the information requested below. There are no right or wrong
answers. Each person is entitled to his/her opinion. Please be as candid as 
possible in responding to the questions. The information gathered will be 
used for research purposes only. No value judgement about individuals 








Total Years of Teaching
Age
Sex
2 0- 2 5  
2 6 - 3 0  
31 - 35  
3 6 - 4 0  
4 1 - 4 5  










 Other (Please specify.)
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Teacher Induction Program
1. Has your district provided assistance and/or support to you as a beginning and/or
new teacher during your initial year of teaching?  Yes  No
Please explain the assistance provided.
Has your school provided assistance and/or support to you as a beginning and/or
new teacher during your initial year of teaching? Yes No
Please explain the assistance provided.
In your opinion, was there a formal induction program during the 1998-99 school
year beyond what’s required by the state department as it relates to mentoring?
Yes No
Please explain.
If yes, what was the major focus of your induction program?
Assessment, providing evaluation of the beginning teacher; tied to
certification
Remediation, providing corrective measures for unsatisfactory
performance
Support, providing general assistance
Other. Please specify.
Were you provided an Orientation Session by the district?
Yes No
Please describe.
Were you provided an Orientation Session by the school?
Yes No
Please describe.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
204
If yes, please check below the areas that were covered in the session(s).
 Welcome to the school/district; Received school/district policies
 Meeting the school/district administrators
 Meeting the staff, School Board members, or community partners
 Meeting the parents
 A tour o f the school/district
 Class schedules/District calendars
 Dress Code
 Teaching techniques/strategies used by coworkers
 Personnel Evaluation
 Use of Audio/visual materials
 Use of technology in the classroom
 Other (Please specify.)
3. Please check the persons below who provided you with the most assistance and 
rate their assistance as appropriate.
Very Helpful Helpful Not Helpful
Principal 3 2
Other school administrators 3 2
Buddy teachers/Mentors 3 2
Team teaching partners 3 2
(Grade level/Department)
Other classroom teachers 3 2
District administrator 3 2
College/University supervisors 3 2
Other new/beginning teachers 3 2
Others (Please specify.) 3 2
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Were you assigned a buddy teacher (or mentor)?
Did you and another co-worker just click, and 
begin working together?
Did your co-worker voluntarily come and help you?_ 








Please check below the activities that were included in your induction program 
throughout the school year and rate them accordingly.
Very Helpful Helpful Not Helpful
a. Mentoring 3 2
b. Release time 3 2
c. Orientation 3 2
d. University Support 3 2
e. District Support 3 2
f. School Support 3 2
g. Staff Meetings 3 2
h. Workshops 3 2
i. Professional Assoc. Mtgs. 3 2
j. Observations/Evaluations 3 2
k. Feedback from Obs./ Evals.3 2
1. Visiting Other Schools 3 2
m. Working on Committees 3 2
n. Participation in Professional
Dev. Activities (District) 3 2
o. Participation in Professional
Dev. Activities (Other) 3 2
p. District orientation 3 2
q. Extra-curricular activities 3 2
r. Self study 3 2
s. Other (Please specify.) 3 2
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Which of the activities listed above were mandatory? (Specify by letter[s].)
Which of the activities listed above were voluntary? (Specify by letter[s].)
Which of the activities listed above were planned but did not occur? (Specify by letter[s].)
Which of the activities listed above do you feel should NOT be a part of a teacher 
induction program?
6. Please check the following areas of support that were provided for you as a 
beginning teacher during the school year and rate them accordingly.
Very Helpful Helpful Not Helpful
School Policies and Procedures 3 2
District Policies and Procedures 3 2
Teaching Duties and Responsibilities 3 2
Communication with Parents 3 2
Curriculum 3 2
Student Assessment 3 2
Teacher-Student Communication 3 2
Classroom Management 3 2
Discipline 3 2
Self Evaluation 3 2
Corporal Punishment 3 2
Instructional Planning 3 2
Stress Management 3 2
Relations with Colleagues 3 2
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7. Please describe and/or comment on the perceived strengths o f your school’s 
and/or district’s induction program.
Strengths:________________________________________________________
Please describe and/or comment on the perceived areas that need improvement in 
your school’s and/or district’s induction program.
Areas that need improvement:____________________________________________
8. If you were to seek further staff development or further support and assistance, 











 Guidance and Support
 Communication with Colleagues
 Lighter Teaching Load
 Communication with Parents
 Teaching Techniques or Strategies
 Delivery of Content
 School Equipment
 Administrator’s support
 Transitions in Lessons
 Student Assessment
 Community Involvement
 Teaching Responsibilities/Duties (Record keeping)
 Diagnosing Student Learning
 Conflict Management
 Time Management
 Other (Please specify.)
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9. My greatest need during the school year was _  
How did the district attempt to meet this need?
How did your school attempt to meet this need?
Comments:
10. Please review the options listed below and indicate your plans for next year.
 I will return to my current position.
 I will return to this school in a different teaching position.
 I will remain in the school system, but I have requested a transfer
to another school.
 I will remain in the school system, but I have been transferred to another
school.
 I will be transferring to another school district. Please explain why you are
leaving.
I am leaving the profession of teaching. Please explain why you are 
leaving.
Comments:
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NORTHEAST LOUISIANA UNIVERSITY 
COLLEGE OF EDUCATION AND HUMAN DEVELOPMENT 
FOLLOW-UP REPORT OF FIRST YEAR TEACHERS 
(NLU GRADUATES-REGION EIGHT)
Directions:





Date of Graduation from NLU:__________________________________________________
MAJOR:__________________________________________ MINOR:___________________
Are you teaching in your certification area? Yes___________ No___________
What areas o f  your undergraduate preparation have contributed to your success as a first 
year teacher?
What suggestions, if any, would you take to improve your preparation?
Teacher’s
Signature:____________________________________________________________________
Principal’s Assessment: Above Average  Satisfactory
Unsatisfactory______
Principal’s Comments:
Results o f First-Year Teacher Assessment:
Principal’s Signature:_________________________________
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